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Dissertation Abstract

Comprehensive Self-Selected Reading and Student Engagement With the Novel:
A Program Evaluation

Not reading (Krashen, 2009) is a phenomenon widely noted in students assigned
to read as a part of school curriculum. A solution to the many criticisms and deficits cited
in the literature surrounding the practice of not reading may lie in the CSSR
(Comprehensive Self-Selected Reading) program chosen for focus in this study. In this
high school student-reading program, incoming students are guided through a process of
textual self-selection and evaluation in an enthusiastic, engaging, and motivating manner.
During an eight-month study duration, thirty-two 10th grade students actively read a total
of 24,419 pages collaboratively, and 763.09 pages on average. 41% of the sample
population attempted novels considered advanced for 10th graders, in defiance of Lexile
rating system flaws which categorize many rigorous novels as “low level” despite their
reputation as staples of high school literature. Examples of academic, enthusiastic, and
transformative engagement with reading were noted in concluding student interviews.

i

This dissertation, written under the direction of the candidate’s dissertation committee
and approved by the members of the committee, has been presented to and accepted
by the Faculty of the School of Education in partial fulfillment of the requirements for
the degree of Doctor of Education. The content and research methodologies presented
in this work represent the work of the candidate alone.

Jennesis Kathleen Jensen DeRosales
Candidate

4 December 2014
Date

Dissertation Committee
Dr. Brian Gerrard
Chairperson

4 December 2014
Date

Dr. Shabnam Koirala
Committee Member

4 December 2014
Date

Dr. Betty Taylor
Committee Member

4 December 2014
Date

ii

ACKNOWLEDGEMENTS
O happy living things! no tongue
Their beauty might declare:
A spring of love gushed from my heart,
And I blessed them unaware:
Sure my kind saint took pity on me,
And I blessed them unaware.

The self-same moment I could pray;
And from my neck so free
The Albatross fell off, and sank
Like lead into the sea.

The Rime of the Ancient Mariner, Samuel Taylor Coleridge, 1834
To say that this dissertation has been my own personal albatross serves neither
hyperbole nor understatement. I dedicate this twelve-year product of labor, service, and
sacrifice to the happy living things that kept my soul afloat when the waters proved their
most treacherous. First, I would like to acknowledge my kind saint, my incredible fiancé
Andrés Luciano Uribe DeRosales, M.A. Andrés, your presence made the sane
completion of this chapter in my life possible. You kept my spirit strong amidst perpetual
dissent and setback. Your help, encouragement, and selflessness are blessings I never
anticipated, and achieving this landmark goal together as life partners sweetens all of our
future pursuits. Thank you, my love.
Second, I would like to acknowledge the family, friends, mentors, and colleagues
who made the completion of this dissertation possible. To my grandmother, Virginia M.
Graban, an educator, composer, writer, poet, and Doctor of Humane Letters, your moral
support meant the world to me. To my late grandfather, James R. Graban, your sojourns
from Idaho to California to stand witness at my college graduations perpetually fueled
my focus. To my parents, Jeff and Kathy Jensen, you cultivated the grit and infallible
work ethic necessary to see a commitment like this come to fruition. To the Rosales and
Uribe-McCannon family, thank you for your patience, love, and support. To my work
colleagues and beloved students, your accommodation and inspiration was invaluable. To
my analyst, Dr. Amanda Carroll, my muse, Dr. Faina Novosolov Eisendrath, and my
siblings Julie, Jesse, and Chelsea: without you, these words may never have been written.
Thank you for providing clarity in my darkest of moments. Finally, to my chair Dr. Brian
Gerrard, and to my instructor Dr. Gini Shimabukuro, I cannot express how grateful I am
to you for your guidance in finally putting the pieces of the puzzle together. Thank you.
iii

TABLE OF CONTENTS
Page
ABSTRACT.…………………………………………………………..…………………..i
SIGNATURE PAGE.…………………………………………………………..………....ii
ACKNOWLEDGEMENTS.…………………………………………………………..….iii
TABLE OF CONTENTS.…………………………………………………………..…….iv
LIST OF TABLES.…………………………………………………………..…………...vii
LIST OF FIGURES.…………………………………………………………..………….ix
CHAPTER I: THE RESEARCH PROBLEM.……………………………………………1
!
Introduction………………………………………………………………………..1
Statement of the Problem………………………………………………………….2
The CSSR Program………………………………………………………………..4
Background and Need for the Study……..………………………………………..6
Purpose of the Study…………………………...………………………………...11
Research Questions………………………………………………………………12
Theoretical Framework/Rationale……………………………………………….13
Delimitations and Limitations…………………………………………………....16
Significance of the Study………………………………………………………...18
Definition of Terms………………………………………………………………18
Summary…………………………………………………………………………23
!
CHAPTER II: REVIEW OF THE LITERATURE.…………………………...………...25
Introduction...……………………..……………………………………………...25
The Importance of “Actual” Reading ……………………………………...........25
Student Motivation to Read and “Reading Well” ……………………………….28
Student Engagement.….………...……………………………………………… 33
Academic Engagement.….………...…………………………………….……... 33
Enthusiastic Engagement.…...……………………………………….…….…… 35
Transformative Engagement.….………...………………………….…….…….. 36
The Importance of Literary Access...…………………...………….…………….38
Summary……………………………………………………….………………...42
CHAPTER III: METHODOLOGY.…………………………...………………………...43
Core Research Question ………………………….……………………………...44
iv

Operational Definitions for the Core Research Question ……………………….44
Shifts in Student Reading Trends …………….…………………………………44
Early vs. Advanced Reading Classification.………………………………..…....44
Second Research Question ………………………….…………………………...45
Operational Definitions for the Second Research Question …………………….45
Academic Engagement.….………...…………………………………….………45
Enthusiastic Engagement.…...…………………………………………………...46
Transformative Engagement.….………...…………….…….…………………...46
Additional Research Goals ………….…………………………………………..46
Research Design………………………….………………………………………46
Research Setting.………..………...……………………………………………...47
Population/Sample.………..………...……………………………………….......47
Data Collection………………….....…………….…...………………………….48
Interview Questions for Second Research Question ………….…………………49
Interview Questions for Additional Research Goals…….………….…………...49
Data Analysis.…………………….…………………………………...................49
Core Research Question.………..………...……………………………………...49
Second Research Question.………..………………………………………..........50
Protection of Human Subjects.………….……...…...…………………………...50
Background of the Researcher.………..………...……………………………….50
CHAPTER IV: RESULTS OF THE STUDY………….…………………………...…...52
Study Purpose………………………….………………………………………...52
Results of the Core Research Question ………………………………………….53
Results of the Second Research Question …………..………….………………..65
Engagement Results for Student Interview One …………..………….…………66
Engagement Results for Student Interview Two …………..………….………...68
Engagement Results for Student Interview Three …………..………….……….70
Engagement Results for Student Interview Four…………..………….…………72
Engagement Results for All Interview Subjects …………..………….…………74
Results of the Additional Research Goals.………………………………………75
Students Progressing in Textual Difficulty.……………………………………...75
Students Reading at Typical National Lexile Reader Measures …………..…….77
Books Attempted at Various Lexile Text Measures …………..………………...78
Books Attempted at National “Current” Lexile Band Measures…………..…….79
Books Attempted at Advanced “Stretch” Lexile Band Measures……………….80
Frequently Attempted Book Titles………………………….……………………82
!
CHAPTER V: DISCUSSION, RECOMMENDATIONS, AND IMPLICATIONS…….83
Core Research Question ………………………….……………………………...83
Second Research Question……………………………………………..………...85
Additional Research Goals …………..………….………………………………89
Recommendations for Practice.………………………………………………….91
Recommendations for Future Research …………………………………………94
!
v

REFERENCES.…………………………..…...………………………………………....98
APPENDIXES.…………………………..…...………………………...………………109
Appendix A- Letter and Consent Form for Principal, Parents, and Guardians
of Minors………………..…...………………………...………...110
Appendix B- Research Request for Assent Letter, Older Child
Subject………………..…...………………………...…………...113

vi

LIST OF TABLES
Table

Page

1. Content Analysis: Self-Selected Reading Program 2012-2013………………….54
2. Pages Read, Books Attempted and Completed, Advanced ‘Stretch’ Books
Attempted, Progression in Textual Difficulty in Books Chosen…………….......60
3A. Total Number of Pages Read and Average Number of Pages Read
by Students ……………………………………………………………………...61
3B. Scale of Pages Read by Students and Number of Students.……………………..61
4A. Total Number of Books Attempted and Average Number of Books
Attempted by Students………………………………………………………….63
4B. Scale of Books Students Attempted to Read…………………………………….63
5A. Total and Average Number of Books Students Completed……………………..64
5B. Scale of Books Students Completed Reading…………………………………...64
6A. Total and Average Number of Advanced ‘Stretch’ Books Students
Attempted.............................................................................................................65
6B. Scale of Advanced ‘Stretch’ Books Attempted by Students................................ 65
7. Student Engagement Table for Interview Subject #1………………………….....67
8. Student Engagement Table for Interview Subject #2……………………………..69
9. Student Engagement Table for Interview Subject #3……………………………..71
10. Student Engagement Table for Interview Subject #4……………………………73
11. Data Table for Student Engagement in All Interview Subjects…………………74
12A. Number and Percentage of Students Progressing in Textual Difficulty ………76
12B. Average Lexile Text Measure of Texts Read ………………………………….76

vii

Table

Page

13A. Number and Percentage of Students Meeting Typical 10th Grade National
Lexile Reader Measures………………………………………………………..77
13B. Number of Students Reading at Typical National Lexile Reader Measures
Grades 5-11…………………………………………………………………….77
14A. Books Attempted with Lexile Text Measures and Percentages of Books
Attempted at Various Lexile Text Measures…………………………………..78
14B. Lexile Text Measure of Books Students Attempted to Read ………………….78
15. Lexile Text Measures of Books Attempted at National ‘Current’ Lexile
Band Measures…………………………………………………………………...80
16. Lexile Text Measures of Books Attempted at an Advanced ‘Stretch’ Lexile
Band Measures…………………………………………………………………...81
17. Frequently Attempted Book Titles……………………………………………….82

viii

LIST OF FIGURES
Figure

Page

Figure 1: Scale of Pages Read by Students and Number of Students………………..61
Figure 2: Number of Books Students Attempted to Read and Number of
Students…………………………………………………………………….63
Figure 3: Number of Books Students Completed Reading and Number of
Students…………………………………………………………………….64
Figure 4: Number of Advanced ‘Stretch’ Books Attempted by Students
and Number of Students……………............................................................65
Figure 5: Types of Engagement and Number of Citations for Interview
Subject #1…………………………..............................................................67
Figure 6: Types of Engagement and Number of Citations for Interview
Subject #2…………………………..............................................................69
Figure 7: Types of Engagement and Number of Citations for Interview
Subject #3…………………………..............................................................71
Figure 8: Types of Engagement and Number of Citations for Interview
Subject #4…………………………..............................................................73
Figure 9: Types of Engagement and Number of Citations for All Four
Interview Subjects……………….................................................................74
Figure 10: Students Reading at Typical Grade Level Averages and Number
of Students…………….............................................................................77
Figure 11: Early, Current, and Advanced ‘Stretch’ Books Attempted
and Number of Books……………………………………………………79
Figure 12: National ‘Current’ Lexile Reader Bands, Grades 2-11+
and Number of Books Read……………………………………………...80
Figure 13: Advanced ‘Stretch’ National Lexile Reader Bands by Grade Level……..81

ix

!

1!
Chapter I
The Research Problem

Introduction
The purpose of this descriptive study was to describe the impact of the
Comprehensive Self-Selected Reading Program on shifts in student reading trends, and to
generate hypotheses as to what “reading well” actually means in the mind of the reader
and the educator. Shifts in reading trends shall be analyzed via analysis of quantitative
student reading logs and qualitative student interviews. Currently, a large body of
research exists regarding the effectiveness of sustained silent reading (SSR) in the
secondary classroom (McQuillan & Krashen, 2008). However, a large gap in the
literature exists regarding the effectiveness of specific SSR practices. A lack of research
is especially noted regarding the effectiveness of student self-selection (as opposed to
school selection) of reading material during sustained silent reading. This lack in the
research literature justifies a program evaluation that will look in detail at the
effectiveness of the Comprehensive Self-Selected Reading Program. This study will
provide insight into how young adults access and engage with the self-selected novel
during classroom silent sustained reading, as well as the effectiveness of the
Comprehensive Self-Selected Reading Program.
Using the novel as a highly effective teaching and literary tool has a documented
history in American public schools (Atwell, 2010). Research has shown that increased
literacy, academic engagement, and writing performance have all been linked with the
use of the novel in the classroom (Frey, 2004, Moje et al, 2008, Wissman, 2009).
Reading challenging novels as a part of the classroom curriculum facilitates discussion,
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improves literacy, sparks critical thinking, and further promotes outside reading, or the
reading of self-selected texts for personal pleasure outside of the school classroom (Broz,
2011). Increasing analysis of the effectiveness and value of classroom time dedicated to
student self-selection of high interest novels for reading has become a trend in the
research, especially in light of the loss of American bookstores, the prominence of high
stakes testing, and the noted phenomenon described as not reading (DeBenedictis &
Fisher, 2007). In California’s San Francisco Bay Area, encouragement and execution of a
silent, self-selected reading period at the high school level varies; however, for those
students who are given classroom time for the sustained reading of a novel of choice, it is
not known how this exposure affects student literacy, motivation, and engagement.
Statement of the Problem
In parallel with the advent of literary synopsis and study guide books such as
Cliff’s Notes in 1958, to the emergence of paper-bound SparkNotes in 1999, to the now
entirely online presence of SparkNotes.com, the phenomena of not reading in high school
and college English courses has been accelerating as cited in the literature. Researchers
such as Krashen and Broz argue that the effect of not reading in regard to student critical
thinking, textual comprehension, and reading motivation is devastating. Supported by the
research presented in Greany and Clark’s 1973 study entitled “A longitudinal study of the
effects of two reading methods on leisure-time reading habits,” American educators and
schools have responded to the phenomena of not reading by giving students ready access
to books of high interest, and instituting their own periods of in-school-based recreational
reading often called SSR or Sustained Silent Reading. Sometimes known as Free
Voluntary Reading (FVR), SSR is a designated time period set aside in the classroom
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curriculum where students silently read a book of their own choosing. SSR was created
with the idea that students improve in reading, and are motivated to read more when
given encouragement, time, access, and choice of text for actual reading (Krashen, 1993).
In theory, SSR is a sacred time designed to perpetuate the pleasures of independent
reading and thinking in a student. Free of traditional post-reading tests or book reports,
SSR is a self-motivated and self-directed student-centered practice.
However, one of the major problems in researching the effects of SSR programs
on student populations is that SSR programs have been executed in many different ways
since the 1970s; at times in ways that completely stray from the program’s core theory
and design. For example, some SSR programs merely consist of a teacher choosing a
common text for the entire class, and then giving students a specific amount of time to
silently read the teacher-selected novel. In cases like these, an “SSR” period may hardly
be classified as a time for “self-selected” reading, as students do not have the option to
select their own text of interest (DeBenedictis & Fisher, 2007).
In other cases, students are poorly directed as to what is permissible to read (the
school newspaper, teen magazines, a randomly selected text every day or week, the back
of a milk carton?) and may spend their SSR time free of books entirely. SSR programs
without support or funding suffer from a lack of books of high interest in their school
libraries and classrooms. Even in classrooms well stocked with books, not reading is a
behavior so widely tolerated in the contemporary classroom that SSR time may be spent
staring at a wall, into thin air, or blankly at a page without a word being actually read. In
ultimate irony, educators have reported that SSR periods built into a school wide
schedule are sometimes perceived as “free study time” for students, “free work time” for
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teachers, or worse, “free nap/free play” time for students resistant to reading, or tough to
manage. Since SSR is a classroom practice free of formal assessment by design, students
are not held accountable for the behavior of not reading (Beers, 2003; Birmingham,
2006; Broz, 2011; Fisher, 2004).
The CSSR Program
A solution to the many criticisms and deficits cited in the literature surrounding
the practice of not reading in classroom-based SSR programs and beyond may lie in the
CSSR (Comprehensive Self-Selected Reading) program chosen for the focus of this study.
The CSSR Program was designed by the researcher in an attempt to address deficits in
traditional sustained silent reading programs. In this high school student-reading program,
incoming students are guided through a process of textual self-selection in an enthusiastic,
engaging, and meticulous manner. A classroom library is created, stocked with donated
student and teacher novels and graphic novels of high interest and varying reading levels.
Students are informed as to the purpose, theory, and design of CCSR, and are informed
that it is a sacred time set aside for the enjoyment of reading novels of one’s own choice
and interest. During CSSR, the sustained reading of one or more novels of high interest to
completion is the goal, so novels are to be carefully evaluated by students before
selection. Picking a random book off of a shelf to read during CSSR is not allowed, and a
student’s reading selection is recorded weekly. Not reading during CSSR time is not
tolerated; if a student loses interest in their pre-selected novel, they must change to one of
greater interest. If a student seeks guidance in selecting a text, it is an educator’s
responsibility to recommend a few selections that may match the student’s interest. A
student may change their selected novel as many times as is necessary if they do not find
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a text engaging, however, the aim of CSSR is to match a student with a novel, or series of
novels, that they love, motivating them to read continuously in (and hopefully out of) the
classroom.
To prepare for weekly CSSR, students new to the program are given a classroom
library tour, where high interest books for teenagers are hyped up and “sales pitched” by
peers and teachers. A formal school library tour is conducted, and students are guided
through the processes required to loan books out. Students are given teacher guided and
supervised time periods to investigate books of personal interest in the classroom and
high school libraries, and ten mini book reviews are assigned for graded assessment at
least a week before a student makes their final novel selection for in-class weekly CSSR
reading. CSSR is held every Friday of the week for 45 minutes; 30 minutes of the time is
spent reading, and 15 minutes is spent synthesizing and analyzing what was read during
the CSSR session in a stylized, comprehensive reading log. During weekly CSSR,
students are held accountable for their reading progress by recording their data in a
classroom log. The CSSR log records the title, author(s), and total page numbers of the
book(s) read by students, the Lexile score of the chosen novel, and the pages read in the
novel per week. At the conclusion of each CSSR period, students are allotted fifteen
minutes to process and reflect upon the reading they have completed by filling out a
detailed Cornell note style reading log and turning it in before the end of class. The
Cornell note-taking system is a format for condensing and organizing notes invented by
Professor of Education Walter Pauk at Cornell University in the 1950’s. Students recall
and record learned information in the right hand column of a note-taking page, and then
chunk the data in order to write correlating questions in the left hand column. Lastly,
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students reflect on the information and correlating questions by writing a brief summary
of the content learned at the bottom of the page (Graham & Perin, 2007).
Certainly, Comprehensive Self-Selected Reading (CSSR) is a highly structured
style of sustained silent reading, and not one previously seen in the literature. Mirroring
the purposes and ideologies held by SSR programs since their inception in the 1970’s,
CSSR seeks to encourage the practice of sustained novel reading in students by providing
the access, means, time, and encouragement to read. In addition, students track their own
reading progress, holding students accountable to read (versus not read), by allowing for
intrinsic reward and self-motivation. However, the extent to which CSSR impacts
students as readers is currently unknown. The Comprehensive Self Selected Reading
program requires evaluation, which is the aim of this study.
Background and Need for the Study
Are California’s high school students today reading those staples of literature that
many American parents (and even grandparents) hold in memory? Are Mark Twain’s The
Adventures of Huckleberry Finn, Sir William Golding’s Lord of the Flies, and J.D.
Salinger’s The Catcher in the Rye still giving today’s students similar pleasures, terrors,
or even yawns? Are American high school students reading anything? Anything at all?
The current state of student access to the literary novel lies in controversy. Modern trends
surrounding literacy in American education such as high stakes testing, the Common
Core State Standards Initiative, the Lexile text measure, and the bankruptcy loss of large
bookselling stores such as Borders Group, Inc. have placed student reading (or lack of it)
under scrutiny (Atwell, 2010; Birmingham, 2006; Broz, 2011; Krashen, 2001).
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Once a staple of American high school English courses, critical analysis of the

full-length novel appears to be facing a state of abandonment due to academic
standardization of teaching and learning in the state of California. Whether explicit or
implied, standardized reform movements are emphasizing student analysis of shorter,
non-fiction texts; the texts widely sampled in standardized testing (Trelease, 2006). In
turn, educator critique to this reading trend has risen like a phoenix of Bradburian lore,
burning bright (Atwell, 2010; Fisher, 2004; Hiebert, 2009; Krashen, 2001). Questions
persist as to whether or not today’s youth are motivated (in both access and enthusiasm)
to read full-length novels. Further controversy surrounds how students engage with the
literary novel when they are reading, and whether that engagement is linked with student
identity as a “reader,” who “reads well.”
Popular pre-teen novel series such as Lemony Snicket’s A Series of Unfortunate
Events and teen novel series such as Stephenie Myers’ Twilight serve as texts of high
interest for teenage readers in the early 21st century (Rich, 2009). In evaluating the rigor
of “pleasure reading” novels such as Twilight alongside more traditional classroom core
novels such as Lord of the Flies, the Common Core State Standards Initiative has adopted
a systemic rating tool called the Lexile text measure. A Lexile text measure is used to
evaluate student readiness in reading (what is considered “reading well”) at each grade
level in order to prepare students for the rigor of future college and career outside of high
school. According to the Lexile Framework for Reading website, a Lexile text measure is
defined as follows:
A Lexile text measure is the specific number assigned to any text indicating its
reading demand in terms of its semantic difficulty (vocabulary) and syntactic
complexity (sentence length). A computer program called the Lexile Analyzer
computes the measure. The Lexile Analyzer carefully examines the whole text to
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measure two characteristics: sentence length and word frequency. Research has
proven that these characteristics are highly related to overall reading
comprehension. The Lexile Analyzer then reports the Lexile measure of the text.
For example, the first "Harry Potter" book measures 880L, so it's called an 880
Lexile book. Many other factors affect the relationship between a reader and a
book, including its content, the age and interests of the reader, and the design of
the actual book. (https.lexile.com)

Using Lexile text measures, the Common Core State Standards Initiative offers
overlapping Lexile “bands,” or ranges to place texts into text complexity categories.
Lexile bands match the Common Core Standard’s text complexity grade bands, outlining
reading comprehension development standards through grades K-12. According to the
Lexile Framework for Reading website:
At the lowest grade in each band, students focus on reading texts within that text
complexity band. In the subsequent grade or grades within a band, students must
“stretch” to read a certain proportion of texts from the next higher text
complexity band. (https.lexile.com)
For example, J.K. Rowling’s first Harry Potter book, Harry Potter and the
Philosopher’s Stone, measures 880L. According to Common Core’s text complexity
grade bands and matching Lexile bands, Harry Potter and the Philosopher’s Stone falls
into the grade level band of grades 6-8 (860L-1010L). The Current Lexile Band for 6-8th
graders is 860-1010L, and the “Stretch” Lexile Band is 925-1195L. According to
Common Core Standards, 4th and 5th graders wishing to “stretch” in reading complexity
would find Harry Potter and the Philosopher’s Stone a good option.
However, many educators and researchers have seriously critiqued the Lexile
rating system, arguing that the system is unnecessary, flawed, and potentially harmful.
There is concern that the systemic rating of student “pleasure reading” texts diverts
students from reading books they may be interested in, and limits student choice
(Krashen, 2001). Furthermore, it is argued that quantitative measures for literature such
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as the Lexile text measure misdirect educators wishing to motivate young readers because
the system underrates the rigor of complex narrative fiction. The Lexile system does not
take into account variability across individual parts of texts, leading to a measure that
may perhaps adequately evaluate the rigor of one part or chapter of a text, but not the text
as a whole (Hiebert, 2009). For example, Lexile and Common Core classify the novel
Harry Potter and the Philosopher’s Stone (880L) as a good rigor match for 6th-8th
graders. Yet by this same measure, The Adventures of Huckleberry Finn (720L), Lord of
the Flies (770L) and The Catcher in the Rye (790L) would not be considered a good rigor
match for 6th-8th graders, as these classics of high school literature have been placed in
the 4th-5th grade range, 645-845L. Further example of the validity dispute surrounding the
Lexile text measure can be seen in the Lexile measure of author Lemony Snicket’s novel
The End, which has a measure of 1370L. A Lexile measure of 1370L places this
children’s text in the Lexile “stretch” band for 11th graders and college and career ready
secondary students. A text rating tool that classifies Lemony Snicket’s brilliant and
whimsical children’s book The End as suitable rigorous reading material for college
freshmen while at the same time places Nobel prize winner Sir William Golding’s savage
dystopia Lord of the Flies on a scale of “on target” reading for 4-5th graders, demands
closer evaluation.
Novel rating systems may deter high school aged readers from reading novels of
personal interest due to seemingly unsuitable levels of rigor, but the difficulties
surrounding the simple acquisition of books and the growing lack of spaces available for
the reading of these books exist as more apparent obstacles for the contemporary teen.
Book retailers advocate e-books (electronic books) as a substitute for the traditional paper
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novel, touted as both environmentally friendly and cost effective. Certainly, the absence
of book printing, publishing, housing, and distribution costs is profit friendly for the
online bookseller. However, one must question how accessible and consumable e-books
are to the general public, and more critically, to urban students who may not have steady
access to computers, credit cards, or other means necessary for the possession and
reading of digital books. A trend towards keeping novels in an online format limits the
physical public accessibility of books, and narrows access to a more solitary audience.
In response to these trends, educators such as William J. Broz hypothesize that
our youth are being trained to become what he calls “not readers.” Not readers are
students who complete little or no reading, either of assigned classroom texts, or texts
self-selected for pleasure reading (Broz, 2011). Not readers use a strategy whereby they
can largely ignore in-class assignments to read full-length novels by focusing on
excerpted passages and other standardized study aids in order to meet basic performance
standards (Broz, 2011). Broz wrote of his experience with students not reading in his
article “Not Reading: The 800-Pound Mockingbird in the Classroom.” In this article,
Broz offered the following definition of not reading:
Not reading, even for many good students, has become a mode of
operation with respect to book-length texts assigned in school. Many
students enter our secondary and postsecondary literature classes intending
to not read the books we assign. If you think that most . . . secondary
literature students are reading the canonical texts [assigned] . . . think
again. Undergraduate students in general education literature courses and
English education courses (at three different universities) have been telling
me this and demonstrating it to me for twelve years. Many students have
admitted to me and to their classmates that in high school they did not read
any of the assigned books. (p. 15)
In researching the phenomenon of not reading, Broz claimed that when he surveyed
courses of undergraduate English majors in his courses (many of whom intended to
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become secondary English teachers) asking how it could be that they did not read the
books assigned in their English classes in high school, the main answer he received was,
“You didn’t have to. You could still get good grades” (p. 15). According to Broz, many
educators respond to not-readers by attempting to summarize novels, a practice which
further encourages not reading. The practice of not reading in combination with the
pressure placed upon educators to focus on “test-friendly” non-fiction more commonly
seen on standardized tests has sparked concern as to whether the novel is still as widely
available, widely used, and critically analyzed in today’s classrooms as it was in the past.
Broz’ 2011 research, experience, and gathered data surrounding the not reading
phenomena addresses issues that many educators, administrators, parents, and avid
readers grapple with. Contemporary students already accustomed to sidestepping the
close reading and analysis necessary to appreciate and comprehend complex works of
literature may be further unmotivated to access these works when they are simply less
physically and financially accessible than ever before.
Purpose of the Study
This descriptive study will specifically evaluate the impact of the Comprehensive
Self- Selected Reading Program on shifts in student reading trends, and attempt to
generate hypotheses as to what “reading well” actually means in the mind of the reader
and the educator. “Self-selected” texts are texts chosen by the student reader in
correlation with their own interests and desired reading level. Shifts in reading trends
shall be analyzed via quantitative analysis of student reading logs and qualitative analysis
of student interviews. Throughout the eight-month program duration of this study, shifts

!

!

12!

in student reading trends will be operationally defined for the purposes of the quantitative
study in three ways:
a) The number of novels entirely completed, or “in progress.” Texts designated
as “in progress” are texts last listed by subjects, actively being read with the
intention of completion as the program came to a conclusion.
b) The total number of pages read by a student.
c) The number of novels read classified as “early” versus advanced “stretch”
books according to the Lexile text measure.
To aid in generating hypotheses of what “reading well” actually means, a qualitative
interview aspect will be included in the study, allowing students to voice their
experiences as a participant in the Comprehensive Self-Selected Reading Program.
Students will be asked to reflect upon their own personal experience with the program,
and to examine how shifts in reading trends may have impacted student self-concept of
one who “reads well.”
Research Questions
Core Research Question
In self-selecting a chosen novel(s), to what extent did thirty-two sophomore
students experience shifts in student reading trends as defined by the variables of:
novel(s) completed, total page numbers read, and number of novels read at an “advanced”
reading level?
Second Research Question
What are the effects of the Comprehensive Self-Selected Reading Program on
three types of student engagement: academic, enthusiastic, and transformative?
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Additional Research Goals
To what extent can shifts in reading trends generate hypotheses on what it means
to “read well?”
Theoretical Framework/Rationale
Albert Bandura (1986) defines self-efficacy as the beliefs an individual possesses
that allow them to make choices, put forth effort, and apply determination when facing
challenges. Mastery experience is the most powerful element in self-efficacy (Bandura,
1986). Mastery experience occurs when one evaluates one’s own competence after
undergoing a learning experience and emerges as successful by self-definition. Mastery
experience in a student reader enables one to develop a self-concept as one who “reads
well,” and may therefore progress to more challenging reading tasks. This study shall be
conducted in adherence to social cognitive theory, which argues that one’s knowledge
acquisition can be directly related to the observation of others’ experiences, social
interactions, and outside influences. Individuals do not learn new behaviors (such as
“reading well”) simply by trying and either succeeding or failing, but instead replicate
actions of accessible others who display behaviors deemed as motivating (Bandura,
1986).
This study shall be conducted in accordance with the philosophical framework of
social justice, an ideology based on principles of solidarity and equality for all human
subjects (Zajda et. al. 2006), and transformative teaching, a framework for teaching that
involves creating dynamic relationships between teachers, students, and a shared body of
knowledge to promote student learning and personal growth (Slavich & Zimbardo, 2012).
Departing from the “banking model” of education that Paulo Freire describes in
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Pedagogy of the Oppressed, a model where “education becomes an act of depositing, in
which the students are depositories and the teacher is the depositor, [where] instead of
communicating the teacher issues communiqués and makes deposits which the students
patiently receive, memorize, and repeat” (p.72), transformative teaching seeks to make
curriculum relevant, motivating, and personal to each individual student by shifting
classroom activity from teacher-centered to student-centered. Students are guided and
encouraged to engage in topics, materials, and projects that they find relevant and that
cultivate personal interest, with the teacher serving as a learning coach. In allowing for
student-selection of designated classroom reading texts as opposed to teacher-selected,
this study strives to value the individual student learning experience, providing a platform
for youth voice concerning access and educational experience with the novel. This study
shall be composed and implemented with the understanding that each subject selected for
case study is entitled to dignity of self and experience.
In providing, guiding, suggesting, discussing, and encouraging texts appropriate
for a learner’s interests and skill level, the technique of shaping shall be used to keep
students engaged and challenged in their choice of text. Deriving from behaviorism, a
field of psychology established by B.F. Skinner, the technique of shaping rewards
students for a successive approximation of a target skill (Yilmaz, 2011). Though shaping
has traditionally served as a technique for operant conditioning of a subject via reward
and punishment, this study seeks to stray from traditional behaviorist techniques in that
the reward delivered is purely intrinsic to the student, and no punishment is given to
students who choose not to read an encouraged text. No material reward is given to a
student beyond that of their own pleasure in mastering a new (and often more difficult)
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text. In step with the practice of transformative teaching (Morris & Price, 2008), students
are free to choose what they read based on their own interest, and are encouraged (or
shaped) to progress in the difficulty of their reading selections as their interest grows in a
particular genre or series of texts.
Reading theories of motivation and self-efficacy in regards to student selfselection of the literary novel shape this study. Researchers have identified key factors of
importance in reading motivation, including ready access to novels, time allotted to
discuss and reflect upon self-selected texts, and self-concept concerning the value of
reading (Guthrie & Wigfield, 2000). Linguist Stephen Krashen (2006) argues that student
access and choice in novel reading are the most powerful tool educators possess in
educating students for proficiency in language and literacy. Krashen promotes the use of
free voluntary reading (or self-selected reading) in the development of both secondlanguage acquisition and student self-efficacy (Krashen, 2006).
In addition, this study shall be conducted under a lens of critical theory; a social
theory first defined by the sociologist Max Horkheimer in his 1937 essay “Traditional
and Critical Theory.” Critical theory is a social theory that places its aim upon critiquing
and changing society as a whole, rather than merely understanding or explaining it, as is
common in traditional theory (Horkheimer, 1972). It is the aim of this study to identify
and explore student access and experience with the self-selected novel, examining its link
to the concept of “reading well.” This study shall explore the magnitude of student
experience as these experiences relate to access to the novel during sustained silent
reading. Furthermore, student engagement in high school academics, as well as attitudes
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about reading will be linked with issues of access as it relates to social justice. It is
imperative that access and equity remain a philosophical focus in this study.
Delimitations and Limitations
In this study, delimitations and limitations have been considered. Delimitations
are elements that a researcher can control, which include characteristics that define the
boundaries of a selected study. Distinct inclusionary delimitations have been made for the
study sample population, which are numerated below:
The quantitative data study is delimited to thirty-two high school sophomores,
(“sophomores” being a common ranking label for a student in their second year of high
school).
The thirty-two high school sophomores sampled were enrolled in two separate
advanced level sophomore English courses offered at an urban public high school in
California (*Allendale High School).
Four additional sophomore subjects from an urban private school (*Artisan High
School) shall be analyzed via interview regarding their engagement with the
Comprehensive Self-Selected Reading Program.
Exclusionary delimitations will be set for students who drop the course early in
the eight-month duration; these students will be excluded from the study.
Inclusionary delimitations in (variables)
This study will be delimited to an examination and analysis of a student’s
perception of their own access to the novel, and whether or not that access affected their
engagement with their high school English curriculum and academic performance, as
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well as any desire to read novels both inside and outside of class. Engagement and
academic performance in other high school subject areas will not be considered.
Inclusionary delimitations (instrumentation)
Engagement and academic performance in English, as well as desire for reading
novels will be identified as patterns emerge in the interview data.
Exclusionary delimitations (instrumentation)
Only those questions that are approved by the dissertation chair will be included
in the interview.
Inclusionary delimitations (generalizability)
The results of the proposed study will be generalizable to students who have
completed their first year English course in an urban high school in the San Francisco
Bay Area. The results of this proposed study will not be generalizable to students who
have attended high school outside of the Bay Area.
Limitations in a research study are elements over which a researcher has no
control, and there are distinct limitations in this study. A limitation in this study has to do
with the researcher’s position as an instructor of English at both Allendale* and Artisan*
High, as well as a ten-year English teacher at various urban schools in the State of
California. In addition, the researcher is a great admirer of the novel and an advocate for
youth literacy. It is an assumption of the researcher that with the closing of megabookstores in urban communities and the witnessed shift of core curriculum reform
towards non-fiction, poetry, and anthology selections, that access to and advocacy for the
literary novel may be threatened. These are researcher biases that must be identified for
the purpose of this study.

!

!

18!
Significance of the Study
With the onset of the Common Core State Standards Initiative, No Child Left

Behind, CSTAR (California Standardized Testing and Reporting) and other high stakes
assessments, intense focus has been placed on standardized student performance.
Excerpts from literature, short non-fiction texts, and pieces of poetry are encouraged and
readily available for classroom study as test preparation texts. In addition, with the mass
closure of the American book selling megastore chain Borders, youth in communities that
once had ready access to novels and other literary material have now lost a wildly
popular literary and social space. As a result of these modern trends, it is of great concern
that certain populations of students may have a lack of access and exposure to the novel.
The Comprehensive Self-Selected Reading Program may exist as a possible solution to
these concerns, resulting in student-centered teaching practices and increasingly engaged
students, all motivated to improve literacy.
Definition of Terms
Academic Engagement
Academic engagement is defined by the researcher as a perceived sense of
student academic achievement (in test scores, reading comprehension, or other academic
pursuits) linked with the steady reading of self-selected novels.
Accelerated/Academic Placement (AP) Courses
AP® is a rigorous academic program that provides academically prepared high
school students with the opportunity to study and learn at the college level
(www.collegeboard.com).
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Access (to the novel)
Access to the novel entails both physical access (being able to physically acquire
the novel) and mental access (feeling encouraged and having the space, time, and ability
to read).
Allendale* High School
A fictitious name used to conceal the identity of one of the two high schools used
in the study.
Artisan* High School
A fictitious name used to conceal the identity of one of the two high schools used
in the study.
Borders Book Stores
Borders Group, Inc. (former NYSE ticker symbol BGP) was an international book
and music retailer based in Ann Arbor, Michigan (www.business.time.com).
California Standardized Testing and Reporting (CSTAR)
All students enrolled in California public schools are given standardized tests in
the following subjects: English Math, History, Science, and Life Science. Under the
STAR program, California students attain one of five levels of performance for each
subject tested: advanced, proficient, basic, below basic, and far below basic
(http://star.cde.ca.gov/).
Case Study
A qualitative strategy in which the researcher explores in depth a program, event,
activity, process, or one or more individuals. The case(s) are bounded by time and
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activity, and researchers collect detailed information using a variety of data collection
procedures over a sustained period of time (Creswell, 2009).
Common Core State Standards Initiative
In the United States, The Common Core State Standards Initiative is a state-led
effort coordinated by the National Governors Association Center for Best Practices
(NGA Center) and the Council of Chief State School Officers (CCSSO). Standards detail
what K-12 students should know in English language arts and mathematics at the end of
each grade in preparation for college and the workforce (www.corestandards.org).
Critical Social Theory
A social theory first defined by the sociologist Max Horkheimer in his 1937 essay
“Traditional and Critical Theory.” Critical theory is a social theory that places its aim
upon critiquing and changing society as a whole, rather than merely understanding or
explaining it, as is common in traditional theory (Horkheimer, 1972).
Digital Center
In 2008, Borders opened 14 concept stores nationwide, which included a Digital
Center, a portion of the store offering select electronic devices such as MP3 players,
digital photo frames, and the Sony Reader. A Borders Digital Center opened in
Allendale*, California in January of 2008 ("Borders Media: Go Digital - We'll Show You
How". Borders Media. http://bordersmedia.com/godigital/).!
E-Books
A portable electronic device used to download and read books or magazines that
are in digital form (www.dictionary.com).
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Enthusiastic Engagement
Enthusiastic engagement is defined by the researcher as a perceived sense of
enthusiasm and personal pleasure (increased interest in a subject, joy, selfaccomplishment) linked with the steady reading of self-selected novels.
High-Stakes Testing
“High Stakes Testing” is a term that refers to a single assessment given to a
student with the knowledge that important decisions or consequences are riding on the
result. (In other words, the "stakes are high.") In education, these decisions often relate to
federal and local funding, placement and graduation decisions or ongoing tenure for
teachers (www.edglossary.org).
Lexile Text Measure
!

A Lexile® measure represents either an individual's reading ability (a Lexile

reader measure) or the complexity of a text (a Lexile text measure). Lexile measures
range from below 200L for early readers and text to above 1600L for advanced adult
readers and materials. When used together Lexile measures help a reader find books at an
appropriate level of challenge, and determine how well that reader will likely
comprehend a text. When a Lexile text measure matches a Lexile reader measure, this is
called a "targeted" reading experience. The reader will likely encounter some level of
difficulty with the text, but not enough to discourage reading (www.amazon.com).
Megastore
A very large retail store dedicated to the selling of books and media.
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No Child Left Behind (NCLB)
The No Child Left Behind Act of 2001 (NCLB) is a United States Act of
Congress that came about as wide public concern about the state of education. First
proposed by the administration of George W. Bush immediately after he took office, the
bill passed in the U.S. Congress with limited bipartisan support. NCLB is a
reauthorization of the Elementary and Secondary Education Act, which included Title I,
the government's flagship aid program for disadvantaged students. NCLB supports
standards-based education reform based on the premise that setting high standards and
establishing measurable goals can improve individual outcomes in education. The Act
requires states to develop assessments in basic skills. States must give these assessments
to all students at select grade levels in order to receive federal school funding. The Act
does not assert a national achievement standard; standards are set by each individual state.
NCLB expanded the federal role in public education through annual testing, annual
academic progress, report cards, teacher qualifications, and funding changes
(www.greatschools.org).
Not Reading
A term used by William J. Broz for a strategy employed by students to pass
classes and tests without reading the assigned text. “Not readers” is a term used by Broz
for students who seldom or never read for pleasure (Broz, 2011).
Prep (College Preparatory) Classes
High school courses aimed at high school graduation as well as college eligibility
and enrollment.
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Sophomore (in high school)
A ranking label for an American student in their second year of high school.
Ranking labels for students in high school are as follows: Freshman (1st year),
Sophomore (2nd year), Junior (3rd year) and Senior (4th year). These labels are also used
for undergraduate college students who enroll in four-year colleges.
Social Justice
An ideology based on principles of solidarity and equality for all human subjects
(Zajda, 2006).
The Novel Experience
Experience with and access to the novel, either as a part of, or outside of assigned
school curriculum.
Transformative Engagement
Transformative engagement is defined by the researcher as a perceived sense of a
personal transformation (in learning, interest, habit, or ideology) linked with the steady
reading of self-selected novels.
Summary
Due to trends in American education such as high stakes testing, the Common
Core State Standards Initiative, the Lexile text measure, criticisms of the effectiveness of
sustained silent reading programs, and the bankruptcy loss of large bookselling stores
such as Borders Group, Inc. student reading (or lack of it) has become a subject of
increasing debate. New inquiry exists in regard to how young adults access novels for
pleasure or assigned reading, if indeed they do. For those students who report having
access to novels as a part of the classroom curriculum, further questions emerge as to
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whether or not novels are self-selected, whether or not novels are read as part of a
sustained silent reading program, how students engage with novels during SSR programs,
and to what extent novel engagement can be defined as “reading well.”
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Chapter II
Review of the Literature

Introduction
This chapter will review the literature in seven areas: The Importance of “Actual”
Reading, Student Motivation to Read and “Reading Well,” Student Engagement,
Academic Engagement, Enthusiastic Engagement, Transformative Engagement, and the
Importance of Literary Access.
The Importance of “Actual” Reading
Many scholars in the field of literacy have suggested increasing the time students
spend engaged in sustained “actual” reading of self-selected materials as a means for
improving student reading comprehension (Reutzel, Jones, Fawson & Smith, 2008). The
sustained, silent reading of literature in the form of novel, graphic novel, comic, manga,
or e-book has been directly linked in the research with increased academic performance
in reading, writing, and spelling. Stephen Krashen, (2006) author of The Power of
Reading: Insights from the Research, argued that “students who read recreationally
[outperform] their counterparts” (p.43). However, in order for students to improve in
their reading they must have the motivation and access to do so. Renowned educator and
author on the subject of literacy, Nancie Atwell (2010) argued that the necessary access
to literature required to engage students with classroom and non-classroom texts is
currently being threatened by initiatives such as the Common Core State Standards
Initiative which seek to standardize classroom curriculum in the United States. Atwell
shared the following anecdote as evidence of the threat of curriculum standardization in
her article, “The Case for Literature:”
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A few weeks ago, I received an urgent email: The National Council of
Teachers of English is looking for volunteers for an ad hoc task force
whose charge is to gather evidence about why literature should continue to
be taught in the 21st century. Apparently, the worth of book reading had
become an issue among the work groups that, behind closed doors, were
writing the K-12 “common core standards” that promise to shape
curriculum in U.S. classrooms. Given that the Common Core State
Standards Initiative is dominated by test-makers and politiciansrepresentatives from the College Board, ACT, Achieve, the Council of
Chief State School Officers, and the National Governors Association- I
was dismayed, but not surprised, that the NCTE was finding it necessary
to lobby on behalf of literature. (p. 32)
According to the National Assessment of Educational Progress, book reading is

the single activity that correlates with proficiency in reading. In supporting this statement,
Atwell (2010) argues that when students become responsible “for their literacy, they
become strong readers. They build fluency, stamina, vocabulary, confidence, critical
abilities, habits, tastes, and comprehension. No instructional shortcut, packaged
curriculum, new technology, regimen of tests, or other variety of magical thinking can
achieve this end” (p. 33). However, if access to books and other reading materials are
kept to an elite, and not made readily available in free public forums or school classrooms,
then reading and the ability to read (either for academic necessity or personal pleasure)
becomes a matter of social justice and equity. Free and easy access to literature for
today’s generation of students is becoming a matter of concern for librarians as well as
teachers, parents, students, and administrators. In her article “The Case for Literature,”
Atwell (2010) stated that:
The American Library Association recommends that each U.S. classroom
have its own library, and that school libraries contain at least 20 ageappropriate titles per student. This is a standard worth adopting under the
Federal Literacy Education Act for All, Results for the Nation, or the
LEARN Act now pending in Congress. So is regular, sustained time in
school for students to choose, read, and fall in love with books.
Knowledgeable English teachers have learned to fill their classrooms with
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well-crafted writing that appeals to and satisfies adolescents, provides rich,
accessible examples of literary technique for students to notice and
appreciate, and invites every student to want to enter a story and become
lost there. Today, young readers with access to books and opportunities to
read them can live vicariously, alongside three-dimensional characters
close to their own age who inhabit compelling stories about growing up in
every time, place, and circumstance, with themes that resonate in the real
lives of adolescents: identity, conscience, peer pressure, social divisions,
political strife, loneliness, friendship, change. (p. 33-34)
The question of whether all students have access to the novel itself is a matter of

social justice. Furthermore, the question of whether or not teachers promote and
incorporate the reading of both leisure and academic materials during instructional time
becomes a matter of social justice. As for the protest regarding a lack of instructional
time in which to complete assigned classroom novel reading, or student selected reading
of interest, educator Kylene Beers (2003) noted:
The Commission on Reading, the group that prepared the report Becoming
of a Nation of Readers, found that teachers could pick up approximately
two hours per week of time for students to read by spending less time on
worksheets and workbooks. No one would ever expect the school football
team to get better without actually playing football or the band to improve
without actually playing instruments. But for some reason, many of us do
expect students to become better readers without actually having the time
[or access] to read. The logic fails and eventually, so do students. (p. 199)
If students are not accessing or reading texts, then student development of
reading and interpretive ability is not engaged (Bean et al., 1999; Broz, 2011;
Dreher, 2003; Miller, 2010). Due to a noted lack of student development and
engagement with course literature and subsequent discussion content, Broz argued,
Not reading is such a strong mode of operation that at least two students
will attempt to write reading response journals, student-generated
discussion items, and short literary essays based on reading (study guides
such as) SparkNotes and other Internet chapter summaries. Sadly, every
semester, one or two students are dismissed from the class for plagiarism.
Another two or three students will not believe me when I say that not
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reading will lead to failure in the course. Instead of reading, they will
wait for me to give them a way to avoid reading until it is too late and
they have no journals, discussion items, or essays to turn in. (p. 16)
With Internet literary sources becoming more accessible than the traditional

bookstore, one questions the noted acceleration of not reading in today’s secondary
schools and universities. Those students who employ not reading as a central strategy
cannot achieve improvement in literacy, discussion, and analysis, as well as a love for
reading. Broz (2011) argued that:
“Educators must support students in developing their reading and interpretive
abilities by inviting them to read any high quality text, including popular texts,
young adult texts, regional and culturally relevant texts, and texts in nontraditional formats such as graphic novels. Including some of these kinds of texts
can help break the cycle of not reading.” (p. 17)
Student Motivation to Read and “Reading Well”
Social trends such as not reading and the adoption of the e-book in place of the
paper bound novel have raised concerns of access, social justice, student ability, and
student motivation to “read well.” Reading well as opposed to not reading entails many
factors: factors of access, comprehension, motivation, and self-concept as a reader
(Marinak & Gambrell, 2007). Such observations lead to increased inquiry as to how
young adults access novels for assigned or pleasure reading, if indeed they are actually
reading (Fisher, 2004). For those students who report having access to novels and
actually read them, there is also a question as to how those students engage with the
novels they read (Birmingham, 2006). Ultimately, it is of question whether or not
students who engage in the reading of novels are actually reading well (Marinak &
Gambrell, 2007).
The practice of SSR in American classrooms experienced its pedagogical “boom”
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in the 1970s-1990s, and a notable “bust” in the 2000s and beyond when the National
Reading Panel (NRP) in the United States claimed that insufficient numbers of quasiexperimental or experimental studies on SSR existed to validate the use of SSR as a
beneficial educational practice for students (Krashen, 2005). However, the NRP included
only fourteen research tests as the basis of these claims, and in ten of the studies used by
the NRP, SSR students performed the same as other students assigned to read only
school-selected texts. In four studies, SSR students scored higher in reading than those
students who did not engage in SSR. By and large, the critics of SSR are publishers of
workbooks, textbooks, standardized tests, and score sheets (Trelease, 2006).
One such study cited by the National Reading Panel challenged the effectiveness
of self-selected reading, and was entitled The effect of reading library books in different
levels of difficulty on gain in reading ability (Carver & Liebert, 1995). In this study,
researchers questioned: Does reading ability improve when students read easy library
books, and does it improve even more when students read books approximately equal to
their reading level? To explore this question, students in Grades 3, 4, and 5 (N = 43) read
library books each day during a 2-hour class that was part of a 6-week summer school.
Half of the students (the matched group) read books designated to be slightly above their
reading level, and half (the easy group) read books designated to be below their reading
level (Carver & Liebert, 1995). In analyzing the study’s results, Carver and Liebert
argued that “they found no solid or consistent evidence that students in a summer reading
program who engaged in reading relatively easy library books for 6 weeks gained in their
reading level, vocabulary, rate, or efficiency” (p.46). However, a later empirical estimate
of the readability of the more difficult books indicated that, in fact, there was no
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difference between the measured difficulties of the books read by the two groups, so that
this study involved only the effect of reading relatively easy books. Despite this estimate,
findings were interpreted by the researchers as providing no support for the idea that the
best way to learn to read better is to read (Carver & Liebert, 1995). In critiquing the selfselected reading program developed for the study, researchers did not make it clear as to
what extent students were able to choose their own texts, or whether or not educators
scaffolded the process of choosing. It was stated in the Carver and Liebert study that “the
books used represented typical literature available for these grade levels” (33), and
further noted that the books used in the study were limited only to those available in the
school library. In addressing issues of social justice in terms of plentiful access to books
of high interest in and out of schools, it is questionable as to whether or not students
found their SSR reading “choice” engaging enough to advance in reading skill. This
study critiquing the practice of one certain SSR program lacked a key element for success
deemed necessary by many scholars in the field: student self-selection of a highly
engaging texts.
Another study cited by the National Reading Panel corroborated trends in the
literature reporting the effectiveness of self-selected reading programs. This study was
entitled The effect of sustained silent reading and writing on achievement and attitudes of
seventh and eighth grade students reading two years below grade level (Holt & O’Tuel,
1989). This study examined the effect of sustained silent reading and writing on the
reading achievement, writing, and reading attitude of students reading two or more years
below grade level (Holt & O’Tuel, 1989). The study consisted of 97 seventh graders and
104 eighth graders who were enrolled in a semi-rural, predominantly black and lower
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socioeconomic status Southeastern school district. The students were split into control
and experimental groups. The experimental group participated in a 10-week pilot
sustained silent reading and writing program while the control group used a basal reading
program. They study’s results indicated seventh grade students in the experimental group
scored significantly higher on measures of reading, writing, and attitudes toward reading
than the control group (Holt & O’Tuel, 1989). This study found that student motivation to
read directly linked to more positive attitudes about reading held by the study subjects
when they engaged not only in the process of self-selected novel reading, but sustained
reflective writing afterwards. This study argued that feedback, inherent in reflective
writing and classroom review, is an integral part of a successful SSR Program.
One study explored by the National Reading Panel highlighted the movement by
many literacy authorities to support the practice of sustained silent reading. Researchers
Langford and Allen argued that many authorities believe that steady self-selected reading
cannot fail to produce more favorable attitudes in students toward reading, as well as
increased reading achievement (Langford & Allen, 1983). In their article entitled The
effects of U.S.S.R. on students’ attitudes and achievement, researchers Langford and
Allen noted that programs such as Uninterrupted Sustained Silent Reading (USSR or
SSR) are widely advocated in the literature as programs which should help foster positive
attitudes toward reading as well as help improve reading achievement (Langford & Allen,
1983). In discussing elements that “work” in sustained silent reading programs such as
SSR or USSR, Langford and Allen examined attributes mentioned by many writers as
valuable for the development of favorable attitudes toward reading and increased
achievement: a specific time set aside for reading at regular intervals; a large quantity and
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wide variety of reading materials available; provision of a role model in that the teacher
and other adults in the school show their value of reading by participating along with the
children; encouragement to read by these adults; a pleasant, relaxed atmosphere; lack of
pressure to report on what has been read; and the opportunity to share information about
books read, if desired (Langford & Allen, 1983). As cited in multiple studies by the
National Reading Panel, the element of reflection appeared as a necessary element. It was
not enough for students to sit and engage with a self-selected book of high-interest;
reflection in terms of writing and/or group discussion was necessary for sustained reading
motivation.
Another study cited by the National Reading Panel challenged the effectiveness of
organic (non-computerized) self-selected reading and reflection programs. It was entitled
Computerized self-assessment of reading comprehension with the Accelerated Reader:
Action Research. This study was a quasi-experimental action research evaluation of a
program for computerized self-assessment of reading comprehension (Vollands, Topping,
& Evans, 1999). In conducting this study, researchers Vollands, Topping, and Evans
looked at the formative effects on reading achievement and motivation in two schools in
severely socio-economically disadvantaged areas. The results suggested that the
Accelerated Reader, a reading comprehension computer program, even when less than
fully implemented, yielded gains in reading achievement for at-risk readers that were
superior to gains from “regular classroom teaching” (such as organic, non-computerized
or standardized SSR Programs) or alternative methods (Vollands, Topping, & Evans,
1999). Scholars Stephen Krashen and Jim Trelease point out in their critiques of the
National Reading Panel Report that overwhelmingly, the critics of SSR are publishers of
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workbooks, textbooks, standardized tests, score sheets, and computer programs, such as
the Accelerated Reader (Krashen, 2005 & Trelease, 2006). Krashen and Trelease argue
that self-selected reading programs built and modeled by teachers, students, parents,
librarians, and community members advance student literacy. Sustained silent reading
programs that emphasize student choice of text and comprehensive personal reflection
offer engagement, motivation, and personal investment in developing readers; costly
standardized reading programs do not (Krashen, 2005 & Trelease, 2006).
Student Engagement
In this study, three types of engagement (academic, enthusiastic, and transformative)
are defined and measured by the content analysis of student interviews. These interviews
address student experience with Comprehensive Self Selected Reading, and are the
source of the operational definitions developed for engagement. Each form of
engagement (academic, enthusiastic, and transformative) correlates with a student remark
addressing the given topic. For example, if a student remarks that they never liked
reading before but now believe that their experience with Comprehensive Self Selected
Reading has sparked a new, positive attitude toward reading, that remark is analyzed,
defined, and measured as an example of student perceived enthusiastic engagement.
Academic Engagement
Classroom teachers argue that novel reading, whether assigned and classroom
read, or self-selected for reading, empowers students with the skills, fluency, and literacy
levels needed to perform well on standardized tests (Atwell, 2010; Birmingham, 2006;
Moje, 2008). Rich (2009) reported:
In 11 studies conducted with third, fourth, and fifth graders over the past 10 years,
John T. Guthrie, now a retired professor of literacy at the University of Maryland,

!

!

34!
found that giving children limited choices from a classroom collection of books
on a topic helped improve performance on standardized reading comprehension
tests. ‘The main thing is feeling in charge’ he said. Most experts say that teachers
do not have to choose between one approach or the other and that they can
incorporate the best of both methods: reading some novels as a group while also
giving students opportunities to select their own books. [Yet], literacy specialists
also say that instilling a habit is as important as creating a shared canon. ‘If what
we’re trying to get to is, everybody has read Ethan Frome and Henry James and
Shakespeare, then the challenge for the teacher is how do you make that stuff
accessible and interesting enough that kids will stick with it,’ said Catherine E.
Snow, a professor at the Harvard University Graduate School of Education. ‘But
if the goal is, how do you make the kids lifelong readers, then it seems to me that
there’s a lot to be said for the choice approach. As adults, as good readers, we
don’t all read the same thing, and we revel in our idiosyncrasies as adult readers,
so kids should have some of the same freedom.” (Rich, 2009)
Movements toward preserving and promoting the use of the novel in the

classroom have become bold and contagious, as research increasingly indicates that the
time-honored novel as a teaching tool is also under threat of extinction in today’s public
school classroom. Researcher Deb DeBenedictis (2007) claimed that:
In this age of continued high-stakes testing as the sole way to determine if
students can read, packaged programs for direct instructional reading are
becoming the norm, and [novel] silent sustained reading (and its variations, such
as writing and/drawing with discussion afterwards) as a means for developing
reading fluency and comprehension are going by the wayside. This is of grave
concern, since much of the research shows that gains are made in student reading
achievement as well as in attitude towards reading. (p. 29)
Whether students have access to traditional novels via high school reading
assignment, or are encouraged to select their own novels for dedicated sustained silent
reading in class, research literature supports claims of increased literacy in reading and
writing, as well as engagement in the classroom when students are exposed to the novel
(Biancarosa & Snow, 2006; Birmingham, 2006; Fisher, 2004). It is therefore of
immediate concern to implement studies which explore whether modern students have
access to the novel, as well as to record student personal experience regarding access. It
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is of question whether students of varying public high school tracks continue to be
exposed to the novel, and how this exposure (or lack of exposure) affects student
engagement with literacy and the overall high school experience.
Enthusiastic Engagement
Using novels as engaging teaching tools in high school English courses has a long
and documented history in public schools. Research has shown that engaged, analytical
reading fosters lively discussion and an enthusiastic classroom community (Almasi,
1996; Bean et al., 1999). Furthermore, increased literacy, academic engagement, and
writing performance have been linked with the use of the novel in the classroom (Frey,
2004; Moje et al., 2008; Wissman, 2009). At a time in American history when easy
access to printed books via smaller and mega-chain bookstores is endangered, one must
consider the urgency of looking into which student populations have access to the novel,
how that access effects engagement and attitudes about reading, and whether social
justice has an influence upon a students’ access to the novel, both in and outside of the
classroom.
Newer movements to preserve the novel and to reignite student passion for
reading and a love for literature have sparked up around the United States. Motoko Rich,
(2009) a writer for The New York Times, covered a story regarding a literacy strategy
being used in American classrooms called reading workshops. The story was titled “A
New Assignment: Pick Books You Like.” He surveyed the reading workshop strategy
being used in the classrooms of English teachers Lorrie McNeill, Nancie Atwell, and
Lucy M. Calkins. In his article, Rich (2009) described the reading workshop strategy as
an approach “in which students choose their own books, discuss them individually with
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their teacher and one another, and keep detailed journals about their reading” (Rich,
2009). Rich argued that the reading workshop strategy is part of a movement currently in
motion to revolutionize student access to literature, as well as the way literature is
presented and taught in schools. This revolutionary movement can be seen in many states
throughout America. Rich (2009) reported:
In New York City, many public and private elementary schools and some
middle schools already employ versions of reading workshop. Starting this
fall, the school district in Chappaqua, N.Y. is setting aside 40 minutes
every other day for all sixth, seventh, and eighth graders to read books of
their own choosing. Students in Seattle’s public middle schools will also
begin choosing most of their own books, and in Chicago the public school
district has had a pilot program in place since 2006 in 31 of its 483
elementary schools to give students in grades 6, 7, and 8 more control over
what they read. Chicago officials will consider whether to expand the
program once they review the results. (Rich, 2009)
Pilot programs to launch student workshops serve as a response to the recent loss
of physical bookstores since the early 2000s, including mega bookstore chains. These
movements sometimes called literary “choice approaches” also exist in opposition to
national movements towards standardized testing and pre-packaged curriculum in which
teachers must “teach to the test” in order for students to perform well at high stakes.
Transformative Engagement!
Advanced literacy is a non-negotiable skill for any student in the work or college
realm, but a student’s love for literature is an acquired taste built upon skill. This taste
may only be developed by steady access to both challenging and desirable reading texts
such as the novel. If it is important to Americans for our future generations to have access
and desire to reading, it must be encouraged in multiple social spaces. The student home
is definitely one of these social spaces, but not all home environments encourage reading,
or have access to reading materials of interest to students. Studies indicate that the adults
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of this past generation have already seen a decline in book reading (Bylut-Ermitage &
Van Sluys, 2007). If reading is not widely practiced in the home, a student’s school
environment remains as a crucial space for acquiring and reading self-selected texts. The
American public school student spends nearly eight hours a day, five days a week in a
school environment. Therefore, it is imperative to look at the realities of whether or not
that school environment is providing the materials and space needed to encourage our
next generation of adult readers. Educators Jill Bylut-Ermitage and Katie Van Sluys
(2007) stated:
A recent study indicates that during the past decade, the percentage of
adults in America who do any type of book reading has significantly
decreased. Similarly, a 2004 survey of 151 sixth and ninth graders
reported that 92% of the students, who were distributed across ability
levels, were categorized as Not-Readers, or those who seldom or never
read for pleasure. This startling research suggests that while schools may
be creating students who are capable of reading, most of them are not
applying their abilities and do not value reading as a recreational
activity . . . while teachers cannot create a home environment for each
child that values and encourages reading, they hope that devoting time to
reading during the school day will provide more students with an
opportunity to have a positive, sustained interaction with different types of
texts that may carry over into their life outside of school. (p. 11)!
!
Educators, administrators, parents, and students are aware of the skill needed to
successfully complete the type of rigorous reading that is required in the worlds of
college and work after high school graduation. Academic reading is important, because it
boosts test scores, gets students into college, and helps them achieve in their future
careers. However, reading for recreation, pleasure, and personal interest is extremely
important as well. It is a life long pleasure and passion that must be made readily
available and encouraged in today’s youth, and the youth of the future.
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Importance of Literary Access
On February 16th of 2011, Borders, an international book and music retailer based
originally out of Ann Arbor, Michigan, filed for bankruptcy. Far more than a mere “book
store” Borders (much like its megastore book selling competitor, Barnes & Noble)
provided a colorful, literary environment designed to be welcoming and inviting.
Borders bookstores were plentiful, and could be found in malls, airports, and massive
outlet spaces. Spacious and airy, megastores were often built with multiple floors and
slow, yawning escalators, beckoning media aficionados of all classes, races, nationalities,
and backgrounds. Whether it was for a sip of coffee with a friend or a book in the inside
café, a glance at the newest bestsellers, or the meeting of an academic group or book club,
Borders megastores served as a setting in local communities which advocated the perusal,
consumption, analysis, and discussion of literature.
The highest point of Borders’ allure was perhaps also its Achilles heel in the
profit department. Unlike a library where the atmosphere is hushed, the books aged, and
the copies less plentiful, Borders megastores had a lot more to offer in terms of
entertaining younger patrons. In addition to bright, crisp, attractive new books in dynamic
display, the latest in music, film, stationery and gifts were also available. In some stores,
Digital Centers offering select electronic devices for the consumption of literature, film,
and music were also prominent. Bright café’s with comfy couches, chairs, and study
nooks inside the megastore were of special fancy to the young who met with friends for a
cup of Seattle’s Best coffee and a calorie-laden pastry, or to be a part of the latest
interactive role playing game. Famous writers, actors, and musicians came to speak and
sign media, much like classic record stores before music became digital en masse.
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For young people of the 1990s and into the mid 2000s the bookstore was a hip

place to be. A day at Borders was relaxing, and could be relatively cheap; one could mill
around their local Borders flipping through every novel on the shelves without spending
any money all day, if desired. For young people, Borders meant easy access: to food,
friends, music, fun, comfort, and self-selected BOOKS. Students, young people, and
scholars had easy access to multiple copies of contemporary and classic novels for the
large part of the day. When media buzz surfaced about a latest best seller, young people
could rush out to their local Borders and grab a copy or at least take a peek. In parallel
with the luxury of simple, attractive access came the allure and desirability of many
young people to be “part of the crowd,” meaning part of being “with it” meant being well
read. From J.K. Rowling’s Harry Potter series fame in the 1990s to Suzanne Collins’ The
Hunger Games steady rise to glory in the 2000s, even those students who could not
purchase books to take home could find a ready, glossy new copy waiting for on-site
consumption at the local Borders. In 2003, Borders had 1,249 stores using the Borders
and Waldenbooks names. Borders megastores made reading cool, accessible, and of
cultural and social capital to young people.
Since the mid-2000s, online book retailers have become a major source for book
acquisition in both paper (and more increasingly) electronic forms. Starting in the 1990s,
the American public witnessed a “black death” of local and chain-outlet media
purchasing stores, first with music, and then with books. E-books were touted as “more
green” in that they saved printing and paper resources, and more “hip/elite” in that in
order to acquire a book, a consumer must have access to modern electronics. In order to
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read a book electronically, one must have means and access to a reliable e-reader and
software, as well as the educational skill to operate it (Biancarosa & Griffiths, 2012).
Acquiring an e-book is generally a solitary practice, done in front of a computer,
demanding time and money immediately from the consumer. Instead of thumbing
through an abundant amount of texts, feeling their weight, smelling their pages,
evaluating covers and jackets, comparing each one in cost and content to its rival, books
are acquired online by those with the privilege of having access to a credit card and a
computer, and the skill to find and acquire which text they want via online pictures and
descriptions (Biancarosa & Griffiths, 2012). The e-book, once acquired, is read and kept
by its consumer. When e-books are consumed, they are not left in the sand on the beach
for another reader, donated to a coffee shop bookshelf, or left on a park bench. Such
spaces exemplify desirable social venues for young people who are more limited in funds
and geographic mobility than their adult counterparts.
On Sunday, September 18, 2011, every Borders bookstore in the United States
and Puerto Rico had their doors forever closed. Thought of perhaps as too big to fail, the
closure came as much of a shock to its patrons who lost a gathering space of intellectual
and social significance. Despite the elimination of Borders as a competitor to Barnes &
Noble, the selling of e-books and online texts continues to threaten the very existence of
the mega bookstore, further restricting free access of books to the general public.
With the onset of No Child Left Behind, CSTAR (California Standardized Testing
and Reporting) and other high stakes tests, intense focus has been placed on standardized
student performance. Excerpts from literature, short non-fiction texts, and pieces of
poetry are becoming encouraged and readily available for classroom study as test
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preparation texts (Allington, 2002; Atwell, 2010; Gallagher, 2009; Newkirk, 2009). In
addition, with the mass closure of the American book selling megastore chain Borders,
youth in communities that once had ready socioeconomic access to novels and other
reading material have lost these popular and affordable social-literary spaces (Krashen,
2011). As a result of these two modern trends, it is of great concern that urban
populations of students may have a lack of access and exposure to the self-selected novel
(Gallagher, 2009; Krashen, 2011; Siah & Kwok, 2010).
In order for today’s students to become literate and dedicated readers as adults,
access, encouragement, and time for the novel is mandatory. Studies are gravely needed
to explore the modern student experience in regards to access to the novel due to the
aforementioned trends. Janet Allen, (2000) an international consultant recognized for her
literacy work with at-risk students, argued: !
The International Association for the Evaluation of Educational
Achievement (Elley, 1992) reported that the most important factor in the
development of literacy is access to books. The advantages seen when
students have this access are significant in the reading development of
students at any age. Many educators have found that extended time for
independent reading affects reading fluency, world knowledge, motivation,
and writing. Sadly, as students move from primary classrooms to middle
and secondary classrooms, and students lose or give up access to
independent reading, many readers lose interest in reading. (p. 99)!
!
Research has shown that novel reading in the classroom fosters engagement in
academics and a love for literature, but an in depth review of the pertinent literature also
shows that access to books based on self interest for independent reading is the most
important factor in the continued development of literacy (Allen, 2000).
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Summary
The literature review reflected in many ways how a large gap in the literature

exists regarding the effectiveness of specific sustained silent reading practices. A lack of
qualitative research is especially noted regarding the effectiveness of student selfselection (as opposed to school, initiative, or educator selection) of reading material
during sustained silent reading periods in the classroom. This lack in the research
literature justifies a program evaluation that will look in detail at the effectiveness of the
Comprehensive Self-Selected Reading Program. This study will provide insight into how
young adults access and engage with the self-selected novel during classroom sustained
silent reading, as well as to what extent a hypothesis can be generated as to how “reading
well” can be defined for the students and educators participating in the Comprehensive
Self-Selected Reading Program.

!

!

43!
Chapter III
Methodology
This program evaluation will describe the impact of the Comprehensive Self-

Selected Reading Program on shifts in student reading trends, and attempt to generate
hypotheses as to what “reading well” actually means in the mind of the reader and the
educator. Shifts in reading trends shall be analyzed via analysis of student reading logs
and student interviews. To aid in generating hypotheses of what “reading well” actually
means, an interview aspect will be included in the study, allowing students to voice their
experiences as a participant in the Comprehensive Self-Selected Reading Program.
Students will be asked to reflect upon their own personal experience with the program,
and to examine how shifts in reading trends may have impacted student self-concept as
one who “reads well.”
This was a primarily a descriptive study combining descriptive data and
interviews of high school second year sophomores, ages 14-16. This study investigated
how self-selection, access, and exposure to the novel affect a student’s self-concept as a
reader, and well as their engagement with the novel in terms of enthusiastic experience,
transformative experience, and academic experience. This program evaluation will
consist of two parts: a) an analysis of thirty-two students’ reading logs for the impact of
the Comprehensive Self-Selected Reading Program on shifts in reading trends b) a coded
analysis of four student interviews regarding student engagement with the
Comprehensive Self-Selected Reading Program, generating hypotheses as to what
“reading well” means for student readers and educators.
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Core Research Question
In self-selecting a chosen novel(s), to what extent did thirty-two sophomore

students experience shifts in student reading trends as defined by the variables of: total
number of pages read, total number of book(s) attempted, total number of book(s)
completed, and total number of novels attempted at an “advanced” reading level?
Operational Definitions for the Core Research Question
Shifts in Student Reading Trends
Throughout the eight-month program duration of this study, shifts in student
reading trends will be operationally defined for the purposes of the quantitative study in
four ways:
a) The total number of pages read by a student.
b) The number of books attempted. Novels designated as “attempted” are started
by subjects, but then abandoned due to lack of sustained student interest.
c) The number of books entirely completed, or “in progress.” Novels designated
as in progress are texts last documented by subjects as actively being read
with the intention of completion as the program came to a conclusion.
d) The number of novels read classified as “early” versus advanced or “stretch”
books according to the Lexile text measure.
“Early” Versus “Advanced” Reading Classification
“Early” versus “Advanced” reading classification is operationally defined via the
Lexile text measure. Text measures range from below 200L for early readers and text to
above 1600L for advanced adult readers and materials. When used together Lexile
measure help a reader find books at an appropriate level of challenge, and determine how
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well that reader will likely comprehend a text. When a Lexile text measure matches a
Lexile reader measure, this is called a "targeted" reading experience. The reader will
likely encounter some level of difficulty with the text, but not enough to discourage
reading.
Second Research Question
What are the effects of the Comprehensive Self-Selected Reading Program on student
engagement and self concept as one who “reads well,” given three types of student
engagement: enthusiastic, transformative, and academic? These three types of
engagement (academic, enthusiastic, and transformative) were defined and measured by a
hypothesis generating content analysis of four student interviews. The four interviews
addressed student experience with Comprehensive Self Selected Reading, and are the
source of the operational definitions developed for this study. Each form of engagement
(academic, enthusiastic, and transformative) correlates with a student remark addressing
the given topic.
Operational Definitions for the Second Research Question
Three types of student engagement, academic, enthusiastic, and transformative are
operationally defined as follows:
Academic Engagement
Academic engagement is defined as a perceived sense of student academic
achievement (in test scores, reading comprehension, or other academic pursuits) linked
with the steady reading of self-selected novels. For example, if a student remarks that
they believe that engaging in CSSR helped with their performance on the SAT’s
(Scholastic Aptitude Tests), that remark is analyzed, defined, and measured as an
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example of student perceived academic engagement.
Enthusiastic Engagement
Enthusiastic engagement is defined as a perceived sense of enthusiasm and
personal pleasure (increased interest in a subject, joy, self-accomplishment) linked with
the steady reading of self-selected novels. For example, if a student remarks that they
“like reading,” or “love reading,” and link this enthusiasm with their CSSR experience,
that remark is analyzed, defined, and measured as an example of student perceived
enthusiastic engagement.
Transformative Engagement
Transformative engagement is defined as a perceived sense of a personal
transformation (in learning, interest, habit, or ideology) linked with the steady reading of
self-selected novels. For example, if a student remarks that they “grew more from reading”
during CSSR, that remark is analyzed, defined, and measured as an example of student
perceived transformative engagement.
Additional Research Goals
To what extent can shifts in reading trends generate hypotheses on what it means
to “read well?”
Research Design
The research shall be conducted using a quantitative approach via content analysis.
One portion of the study consists of a frequency analysis of number of novels read by
each student in entirety or in progress, total number of pages read by each student, and
number of novels read classified as “early” or “advanced” on the Lexile text measure.
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The other portion of the study consists of a content analysis of interviews conducted with
student subjects that will be examined for themes.
Research Setting
Data in the form of student reading logs was collected during an eight month
Comprehensive Self-Selected Reading Program at one public urban high school in the
San Francisco Bay Area in California during the academic year of 2012-2013. The
pseudonym used for the urban public Bay Area School in this study was Allendale High
School. The thirty-two high school sophomores sampled for the study were enrolled in
two separate advanced level sophomore English courses offered at Allendale and taught
by the researcher.
The pseudonym used for the urban private school where the interview data was
collected and coded was Artisan High School. Four Artisan students were analyzed via
interview regarding their engagement and self-concept as a reader participating in the
Comprehensive Self-Selected Reading Program during the 2013-2014 academic year.
Population/Sample
The data study was delimited to thirty-two male and female high school advanced
level sophomores (“sophomores” being a common ranking label for a student in their
second year of high school) from a single English class in a public urban high school in
the San Francisco Bay Area, California. The interview study was delimited to a
convenience sample of four male preparatory level sophomore subjects, selected
randomly from two sophomore English classes consisting of approximately twenty
students. The four males interviewed all attend the same private urban high school in the
San Francisco Bay Area. Both Bay Area high schools are extremely diverse in terms of
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student population, consisting of a relatively equal sample of White, Black, Asian, Latino,
and mixed race students.
The Comprehensive Self Selected Reading Program examined in this study is
described in detail in the introduction of the study, under the subheading of The CSSR
Program. Four student subjects engaged in interviews regarding metacognition and their
experiences with CSSR, and a content analysis was performed for thirty-two students
who engaged in an eight-month CSSR program. The content analysis examined the
effects of the Comprehensive Self Selected Reading Program on perceived student
engagement with the novel. Components of the CSSR program included the student
research, evaluation, reading, and reflection of self-selected texts.
Data Collection
Data was collected weekly for eight academic months at Allendale Public High
School, spanning from 2012-2013. This data recorded the number of novels completed in
entirety, or near entirety, by a student as well as the total number of pages read by each
student. In addition, the data recorded the number of novels read classified as “early”
versus “advanced” in terms of subject matter and reading difficulty. Interview data
consisted of four student interviews conducted at Artisan High School. To ensure study
validity, student interviews were conducted in the spring semester of 2014 after the
posting of fall 2013 grades at Artisan High School. In the spring of 2014, students
interviewed as part of the study were no longer enrolled in the fall 2013 course examined
in the study, eliminating concerns of student interview content affecting course grades.
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Interview Questions for Second Research Question
a)

What was the best and worst part about your experience with the CSSR
(Comprehensive Self-Selected Reading) Program?

b)

Have you noticed any kind of transformation in your personal thinking,
behavior, or opinions that you would link with your CSSR experience?

c)

Have you noticed any change in your attitude toward reading or academics
that you would link with your CSSR experience?

Interview Questions for Additional Research Goals
a) What does it mean to “read well?”
b) Do you consider yourself a student who “reads well?”
c) Do you find that your participation in the Comprehensive Self-Selected
Reading Program changed your ideas about whether or not you read well?
Data Analysis
Core Research Question
The data will be coded for distinct patterns of engagement to determine to what
extent the 32 sophomore students at Allendale High experienced shifts in reading trends
as defined by the variables of: novels completed, total page numbers read, and number of
novels read at an “advanced” reading level. The data was also analyzed to determine
what differences may exist in students’ reading trend shifts in the fall of 2012 versus the
spring of 2013. Data was analyzed to discover if there had been advancement in selected
book choice from early to advanced, and/or acceleration in number of pages read during
the eight month time period of the study.

!

!

50!

Second Research Question
The data consisted of personal, descriptive observations of student engagement
along with four student interviews at Artisan High School during the 2013-2014
academic year. Students were asked for their feedback regarding the effects of the
Comprehensive Self-Selected Reading Program on student engagement and asked to
describe their engagement in terms of enthusiastic, transformative, and academic
experience. A coding of the four student interviews strived to give voice to the academic
and personal experiences expressed by students engaging with the Comprehensive SelfSelected Reading Program, as well as student and educator perceptions of what it means
to “read well.”
Protection of Human Subjects
Standards of confidentiality will be observed by ensuring that student names are
not involved in the study. IRBPHS (Institutional Review Board for the Protection of
Human Subjects) approval has been granted for this study, and both parent and student
letters of consent were acquired for those students giving student interviews for the
interview portion of this study.
Background of the Researcher
The researcher has held the position of an instructor of English at both Allendale*
and Artisan* High, and has a ten-year history as an instructor of English at various urban
high schools and universities in the State of California. The researcher holds a masters
degree in Urban Education from the University of California, Berkeley, and cares deeply
for the diverse community of students enrolled in San Francisco Bay Area public and
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private schools. In addition, the researcher is a great admirer of the novel and an advocate
for youth literacy via self-selection of text.
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Chapter IV
Results of the Study

Study Purpose
The purpose of this program evaluation was to describe the impact of the
Comprehensive Self-Selected Reading Program on shifts in student reading trends, and to
attempt to generate hypotheses as to what “reading well” actually means in the mind of
the reader and the educator. Shifts in reading trends were analyzed via analysis of student
reading logs and student interviews. Throughout the eight-month program duration of this
study, shifts in student reading trends were operationally defined for the purposes of the
quantitative study in four ways:
a) The total number of pages read by a student.
b) The number of books attempted. Novels designated as “attempted” are started
by subjects, but then abandoned due to lack of sustained student interest.
c) The number of books entirely completed, or “in progress.” Novels designated
as in progress are texts last documented by subjects as actively being read
with the intention of completion as the program came to a conclusion.
d) The number of novels read classified as “early” versus advanced or “stretch”
books according to the Lexile text measure.
To aid in generating hypotheses of what “reading well” actually means to students and
educators, a qualitative interview aspect was included in the study, allowing students to
voice their experiences as participants in the Comprehensive Self-Selected Reading
Program. Students were asked to reflect upon their own personal experience with the
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program, and to examine how their shifts in reading trends may have impacted their own
understanding of what it means to be a student who “reads well.”
Results for the Core Research Question
In self-selecting a chosen novel(s), to what extent did thirty-two sophomore
students experience shifts in student reading trends as defined by the variables of: total
number of pages read, total number of book(s) attempted, total number of book(s)
completed, and total number of novels attempted at an “advanced” reading level?
Total Number of Pages Read
The thirty-two students involved in the Comprehensive Self-Selected Reading
study sample read a total of 24,419 pages during the eight-month study duration (see
Table 1, Table 2, and Table 3A). Throughout the eight-month study, students engaged in
sustained silent reading for approximately 30 minutes in class once a week. Students on
average read 763.09 pages while participating in the CSSR program (see Table 3A). Two
students completed 0-250 pages, 9 students completed 250-500 pages, 16 students
completed 500-1000 pages, 3 students completed 1000-1500 pages, 0 students completed
1500-2000 pages, 1 student completed 2000-2500 pages, and 1 student completed 25003000 pages (see Table 3B and Figure 1).
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Total Number of Books Attempted
The thirty-two students involved in the Comprehensive Self-Selected Reading
study sample attempted a total of 130 books during the eight-month study duration (see
Table 1, Table 2, and Table 4A). Students on average attempted approximately 4 books
each while participating in the CSSR program (see Table 4A). One student attempted 0-1
books, 19 students attempted 2-3 books, 4 students attempted 4-5 books, 4 students
attempted 6-7 books, 3 students attempted 8-9 books, and 1 student attempted 10-11
books (see Table 4B and Figure 2).
Total Number of Books Completed
The thirty-two students involved in the Comprehensive Self-Selected Reading
study sample completed 62 books during the eight-month study duration (see Table 1 and
Table 2). Students on average completed approximately two self-selected novels while
participating in the CSSR program (see Table 5A). Sixteen students completed 0-1 books,
13 students completed 2-3 books, one student completed 4-5 books, 1 student completed
6-7 books, and 1 student completed 8-9 books (see Table 5B and Figure 3).
Total Number of Novels Attempted at an ‘Advanced’ Reading Level
The thirty-two students involved in the Comprehensive Self-Selected Reading
study sample attempted a total of 130 books during the eight-month study duration, and a
total of 16 Advanced or ‘Stretch’ books according to Lexile text measures (see Table 1,
Table 2, and Table 6A). Thirteen out of thirty-two students in the sample attempted
advanced books, accounting for 41% of the student sample population (see Table 6A).
Eleven students attempted 1 advanced book, 1 student attempted 2 advanced books, and 1
student attempted 3 advanced books (see Table 6B and Figure 4).
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Results of the Second Research Question
Three types of engagement (academic, enthusiastic, and transformative) were defined
and measured by a content analysis of four student interviews. The four student

!

!

66!

interviews addressed each student’s experience with Comprehensive Self Selected
Reading, and were the source of the operational definitions developed for the study. Each
form of engagement (academic, enthusiastic, and transformative) correlated with a
student remark addressing that specific form of engagement. Academic, enthusiastic, and
transformative engagement were operationally defined as follows:
a) Academic engagement is defined as a perceived sense of student academic
achievement (in test scores, reading comprehension, or other academic
pursuits) linked with the steady reading of self-selected novels.
b) Enthusiastic engagement is defined as a perceived sense of enthusiasm and
personal pleasure (increased interest in a subject, joy, self-accomplishment)
linked with the steady reading of self-selected novels.
c) Transformative engagement is defined as a perceived sense of a personal
transformation (in learning, interest, habit, or ideology) linked
Engagement Results for Student Interview One
The first student interview subject cited various examples of positive engagement
with reading as a result of the CSSR (Comprehensive Self-Selected Reading) Program,
10 examples in total. In the first student subject’s interview, 4 examples of academic
engagement were cited, 2 examples of enthusiastic engagement were cited, and 4
examples of transformative engagement were cited (Figure 5). Examples of student
academic engagement as a result of CSSR included statements such as: “When [we]
read . . . for CSSR, it helps with . . . the SAT’s (Scholastic Aptitude Tests) and [other]
tests [because we have to] read and comprehend” (Table 7).
Remarks linked with student enthusiastic engagement included: “I just wish we
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had a little more time [for CSSR]” (Table 7). Examples of student transformative
engagement were cited in assertions such as: “I never liked reading . . . [but] I guess
[CSSR] changed me a little bit. It made me understand that everyone reads at their own
pace” (Table 7). Overall, the first interview subject cited examples of academic and
transformative engagement the most, citing 4 examples each of these two types of
engagement throughout the interview.
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Engagement Results for Student Interview Two
The second interview cited increasing examples of positive student engagement
with reading as a result of the CSSR (Comprehensive Self-Selected Reading) Program,
11 examples in total. In the second student subject’s interview, 4 examples of academic
engagement were cited, 3 examples of enthusiastic engagement were cited, and 4
examples of transformative engagement were cited (Figure 6). Examples of student
academic engagement as a result of CSSR included statements such as: “[I] learned from
self-selected reading that [I can] be better in all my other subjects … do better in school”
(Table 8).
Remarks linked with student enthusiastic engagement included: “I don’t think
there [were] any bad parts about self-selected reading. I really enjoyed it. I liked reading
and then taking notes about it, and then just summarizing what I learned” (Table 8).
Examples of student transformative engagement were cited in assertions such as: “I grew
more from reading . . . what I learned I can apply to my life” (Table 8). Like the first
interview subject, the second interview subject cited examples of academic and
transformative engagement the most, also citing 4 examples each of these two types of
engagement throughout the interview.
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Engagement Results for Student Interview Three
The third interview cited multiple examples of positive student engagement with
reading as a result of the CSSR (Comprehensive Self-Selected Reading) Program, 11
examples in total. In the third student subject’s interview, 3 examples of academic
engagement were cited, 3 examples of enthusiastic engagement were cited, and 5
examples of transformative engagement were cited (Figure 7). Examples of student
academic engagement as a result of CSSR included statements such as: “I think I read a
little faster [now] then I did when we first started CSSR” (Table 9).
Remarks linked with student enthusiastic engagement included: “The best part of
CSSR was just having time for myself, and just relaxing. [During CSSR], I explore a
book that seems to be interesting and just read on my own time. It was a time of
meditation and peace” (Table 9). Examples of student transformative engagement were
cited in assertions such as: “I found a book [for CSSR] that was between a book I might
be interested [in], but then I wasn’t sure if I was. It was Alice’s Adventures in
Wonderland [by Lewis Carroll]. Once I read that, I got really interested in it. I’ve wanted
to explore more books of the same genre or topic. Alice’s Adventures in Wonderland [is]
fantasy, but I think it also focuses on the human mind, and our imagination in some way”
(Table 9). The third interview subject cited examples of transformative engagement the
most, citing 5 examples of this type of engagement throughout the interview.
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Engagement Results for Student Interview Four
The fourth interview also cited examples of positive student engagement with
reading as a result of the CSSR (Comprehensive Self-Selected Reading) Program, 9
examples in total. In the fourth student subject’s interview, 2 examples of academic
engagement were cited, 1 example of enthusiastic engagement were cited, and 6
examples of transformative engagement were cited (Figure 8). Examples of student
academic engagement as a result of CSSR included statements such as: “I do see a
change in [my] attitude [toward academics]. I didn’t like reading and taking notes
because I didn’t know what to put, and what not to put [down in writing]. I [had] a
problem of taking a [specific] chapter, and then literally copying all [of] the chapter into
my notes. Since self-selected reading, I’ve been able to summarize things and use that to
my advantage” (Table 10).
Remarks linked with student enthusiastic engagement included: “The best part of
CSSR was actually reading- that was the overall best part” (Table 10). Examples of
student transformative engagement were cited in assertions such as: “I hated [the subject
of] Business at first. I thought it was too hard to comprehend. But after reading The Girl
with the Dragon Tattoo [by Stieg Larsson], I’m actually starting to look at things in a
little bit of a Business way. For example, I was talking about Batman to my teacher, and I
was telling him how Batman would be a better philanthropist than an actual superhero
because his company is worth 30.1 billion dollars, and he could cause economic reform
in Gotham because the poverty rate is high there, and that’s something I wouldn’t
normally do” (Table 10). The fourth interview subject cited examples of transformative
engagement the most, and more than any other interview subject, citing 6 examples of
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this type of engagement throughout the interview (Figure 8).

!

!

74!

Engagement Results for All Interview Subjects
Academic engagement was cited 13 times throughout the four student interviews,
enthusiastic engagement was cited 9 times, and transformative engagement was cited 19
times. Transformative engagement was cited throughout the four student interviews the
most, accounting for 19 of the 41 total citations, or 46% (Table 11).
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Results of the Additional Research Goals
To what extent can shifts in reading trends generate hypotheses on what it means
to “read well?” In interviews, students in the study expressed that “reading well” meant
reading with comprehension, continuity, and a sense of personal value (Figure 9 & Table
11). Significant reading trends emerged in the data echoing these sentiments. In addition,
findings in the study reflected researcher critique regarding flaws in the Lexile textual
difficulty rating system. According to the Lexile text measure, the majority of students
who engaged in CSSR chose texts of steadily increasing difficulty (Table 12A), however,
the majority of the 10th grade study participants also consistently read below their
(Lexile-determined) grade level (Tables 12B, 13A, 13B, 14A, 14B, 15, 16 & Figures 10,
11, 12, 13).
Students Progressing in Textual Difficulty
Of significant interest, the majority of students who participated in CSSR did seek
texts of increasing Lexile difficulty (Table 12A). Much like the concept of the “gateway
drug,” students who were given a “taste” of pleasurable and stimulating texts tended to
want more. When allowed the space, time, and encouragement to engage in reading for
pleasure, students largely consumed texts that escalated in literary complexity. According
to Lexile text measures, trends in student book choice showed an escalation in textual
difficulty every time a book was sampled or finished (Table 12A).
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Students Reading at Typical National Lexile Reader Measures
However, according to the Typical National Lexile Reader Measures for Grades
5-11, only 6 out of 32 students, or 19% of the study’s participants, read at the reported
10th grade national reading level (Table 12B, 13A & 13B). On average, students in the
study read at a Lexile level of 835L, a national reading level measure “typically” reported
by 8th grade students (Table 13A, 13B & Figure 10)
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Books Attempted at Various Lexile Text Measures
Students in the study attempted to read 114 books with a published Lexile text
measure. According to National “Current” Lexile Band Measures, (measures set by
Lexile to suggest where students should “currently” be reading in order to meet the
demands of more difficult texts at higher grade levels), 75% of the 10th grade students in
the study attempted to read books at an “early” level; a level not correlating with the 9601115L “current” reader band set by the Lexile rating system for 10th graders. Only 13%
of the 114 books attempted by students met the current 10th grade Lexile text measure,
and 12% of books attempted by students surpassed the 10th grade Lexile “current” reader
band and “stretched” into a post-10th grade level of reading complexity (Table 14A). Of
the 114 Lexile measured books attempted by students in the study, Lexile classified 85
books at an “early” reading level, 15 books at a “current” reading level, and 14 books at
an advanced or “stretch” reading level for 10th grade students (Table 14B and Figure 11).
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Books Attempted at National “Current” Lexile Band Measures
Using Lexile text measures, the Common Core State Standards Initiative offers
overlapping Lexile “bands,” or ranges to place texts into text complexity categories.
Lexile bands match the Common Core Standard’s text complexity grade bands, outlining
reading comprehension development standards through grades K-12. According to
National “Current” Lexile Band Measures, 12 of the 114 books attempted by students
placed within a 2nd-3rd Grade reader band, 56 books placed within a 4th-5th Grade reader
band, 17 books placed within a 6th-8th Grade reader band, 15 books placed within a 9th10th Grade reader band, and 14 books placed within a 11th Grade and College and Career
Readiness (CCR) reader band. 25% of books attempted by the 10th grade students in the
study placed within the 9th-10th grade “Current” Lexile band measure, or surpassed it
(Table 15). Overall, according to National “Current” Lexile Band Measures, 54 of the
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114 Lexile measured books attempted placed into the 645-845L measure, a Lexile
“Current” Band measure of textual difficulty set for 4th-5th graders (Figure 12).

Books Attempted at Advanced “Stretch” Lexile Band Measures
According to National Lexile Reader Band Measures, 13 books of the 114 Lexile
measured books attempted by students placed within the 9th-10th grade advanced or
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“Stretch” Lexile reader band of 1050-1335L. 3 of the 114 books placed within the 11th
Grade to College and Career Ready (CCR) “Stretch” Lexile reader band, 1185-1385L.
14% of the Lexile measured books attempted by the 10th grade students fell within the
advanced or “Stretch” reader band for 9th-10th grade, or surpassed it (Table 16 & Figure
13).
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Frequently Attempted Book Titles
The novel attempted most frequently by the 10th grade students sampled in the
study during Comprehensive Self-Selected Reading was Go Ask Alice (1010L), the 1971
novel published under the byline “Anonymous,” but later revealed as written by
psychologist Beatrice Sparks. The second most frequently attempted novel was the 1951
coming of age novel Catcher in the Rye (790L) by J.D. Salinger, and the third most
frequently attempted novel was 1984 (1090L), George Orwell’s dystopian novel written
largely in 1948 and published in 1949. Other titles significantly attempted included: Jay’s
Journal (870L) by Beatrice Sparks (also published under the byline “Anonymous”),
Something Wicked This Way Comes (820L) by Ray Bradbury, The Help (730L) by
Kathryn Stockett, The Hunger Games (810L) by Suzanne Collins, and The Kite Runner
(840L) by Khaled Hosseini.
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Chapter V
Discussion, Recommendations, and Implications
The purpose of this program evaluation was to describe the impact of the

Comprehensive Self-Selected Reading Program on shifts in student reading trends, and to
attempt to generate hypotheses as to what “reading well” actually means in the mind of
the reader. Shifts in reading trends were analyzed via analysis of student reading logs
using the Lexile text measure, and in student interview. To aid in generating hypotheses
of what “reading well” actually means to students, an interview aspect was included in
the study, allowing students to describe their experiences as participants in the
Comprehensive Self-Selected Reading Program. Via interview, students reflected upon
their own personal experiences with the CSSR program, and commented upon how their
participation may have impacted their own understanding of what it means to be a student
who “reads well.”
Core Research Question
The core research question in this study was: In self-selecting a chosen novel(s),
to what extent did thirty-two sophomore students experience shifts in student reading
trends as defined by the variables of: total number of pages read, total number of book(s)
attempted, total number of book(s) completed, and total number of novels attempted at an
“advanced” reading level?
The most notable shift in reading trends for those students who participated in the
Comprehensive Self-Selected Reading Program was that students in the program actually
read. As much as this observation may seem common knowledge, that students actually
read in a reading program, scholars such as William Broz (2011) and Stephen Krashen
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(2009) argue that a majority of American students do not read any book-length texts
assigned in school. The phenomenon of not reading, Broz and Krashen argue, can be
challenged via sustained silent reading programs, and the findings of this study support
this assertion. Not only did students read; they read vigorously. The thirty-two students in
the study read a total of 24,419 pages in eight months, and on average, each student read
approximately 763 pages independently. These pages were read in addition to several
core novels assigned in class, and students could readily recall, reflect, and relay what
they had read to others. On average, students attempted to read four different books in the
eight months, and actually completed about two. Students did tend to “change horses” in
terms of book choice when they found a book unsuitable; however, regardless of how
many books were discarded for a better match, students read steadily. Ultimately, when a
novel was found of sustained interest, students tended to finish the book. Of notable
interest, 41% of students participating in the study attempted books that were deemed
“Advanced” or “Stretch” according to the Lexile band for 10th Grade Text Measures.
This means that according to the Lexile textual difficulty rating system, nearly half of
students who self-selected texts for reading naturally gravitated toward the most
challenging of texts. Given that the Lexile rating system itself has garnered a great deal of
controversy surrounding its validity (Hiebert, 2009; Krashen, 2011; Trelease, 2006), this
finding is of great significance.
The chief argument noted in the literature surrounding the Lexile system is that is
greatly underrates (gives a low Lexile score to) complex narrative fiction. Given that
many works of fiction read by 10th grade students deemed rigorous by educator standards
have received notoriously low Lexile scores, the finding that nearly half of students in the
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study attempted novels surpassing what Lexile deems as challenging is remarkable.
Given that Golding’s Lord of the Flies and Salinger’s The Catcher in the Rye hold Lexile
scores far below Rowling’s Harry Potter and the Philosopher’s Stone, one can only
imagine how many of the 130 books attempted by students may have classified as
“Advanced” under another, more accurate, textual difficulty rating system. Lexile is the
text measure used by the Common Core State Standards in Education initiative to
evaluate student readiness in reading for future college and career outside of high school.
If this rating system is flawed, one can only wonder how many novels students read that
might be considered mildly, or greatly challenging under a different rating system. The
findings of this study corroborated arguments in the literature that the Lexile rating
system is flawed, and this shall be discussed further in the analysis of the additional
research goals.
Second Research Question
The second research question was: What are the effects of the Comprehensive
Self-Selected Reading Program on student engagement and self concept as one who
“reads well,” given three types of student engagement: enthusiastic, transformative, and
academic?
Students participating in the Comprehensive Self-Selected Reading Program
consistently reported a positive engagement with the novels they selected, and a belief
that “reading well,” meant being able to “articulate, explain, and understand” (Table 7)
what one read. Of most significance, students interviewed in the study most frequently
reported a transformative engagement linked with their reading. Students linked their
experience in CSSR with various forms of personal transformation in their own way of
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thinking or performance. Changes in learning interests, reading habits, or personal
ideology were frequently noted.
As noted in the review of the literature, Albert Bandura (1986) defined selfefficacy as the beliefs an individual possesses that allow them to make choices, put forth
effort, and apply determination when facing challenges. Students participating in the
study demonstrated such beliefs, and reported a budding confidence in their own
academic ability. Every subject interviewed described a perceived sense of academic
achievement linked with CSSR. The third interview subject described “reading a little
faster,” (Table 9) while the second interview subject described “doing better in other
subjects,” “improving in reading skills and vocabulary,” and “being able to look for
hidden messages, metaphors, and other meanings in a text” (Table 8). Mastery experience,
argued Bandura, is the most powerful element in self-efficacy (Bandura, 1986). Mastery
experience occurs when one evaluates one’s own competence after undergoing a learning
experience and emerges as successful by self-definition. Mastery experience in a student
reader enables one to develop a self-concept as one who “read well,” and may therefore
progress to more challenging reading tasks. Twenty out of the thirty-two subjects, or 63%
of students in the study, chose texts that accelerated in Lexile textual level difficulty as
the eight-month program progressed (Table 2).
Every subject interviewed described a perceived sense of enthusiastic
achievement linked with Comprehensive Self Selected Reading. The first interview
subject described “wishing [the class] had a little more time for CSSR,” and expressed
that engaging in CSSR made for a “good class” (Table 7). The third interview subject
echoed the first subject, expressing a desire for “more time for reading,” and describing
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CSSR as an independent, sacred time for “reflection and meditation” (Table 9). The
second interview subject reported that he did not think there were “any bad parts about
self-selected reading,” and “really enjoyed it” (Table 8), while the fourth interview
subject stated that “the best part about CSSR was actually reading- that was the overall
best part” (Table 10). Of particular interest in the fourth interview subject’s remark about
actually reading is that it links with William Broz’ observations regarding the
phenomena of not reading (Broz, 2011). In analyzing the fourth interview subject’s
statement that his favorite thing about CSSR was that students actually read (versus the
practice of not reading), one may surmise that the practice of not reading is a habit
widely practiced amongst high school students, and that reading intervention programs
such as CSSR are effective when students are given the space, time, access, and
encouragement to actually read.
This study was conducted in adherence to social cognitive theory, which argues
that one’s knowledge acquisition can be directly related to the observation of others’
experiences, social interactions, and outside influences. Every subject interviewed
described a perceived sense of transformative engagement linked with CSSR, more
frequently than any other form of engagement (Figure 9). Students largely reported a
belief that their experience with high-interest reading material had transformed a personal
interest, habit, or ideology previously held. The third interview subject expressed a
change in his ideology regarding the practice of reading, stating: “I never liked reading,
but CSSR changed me a little bit. It made me understand that everyone reads at their own
pace” (Table 7). According to Bandura, individuals do not learn new behaviors (such as
“reading well”) simply by trying and either succeeding or failing, but instead replicate
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actions of accessible others who display behaviors deemed as motivating (Bandura,
1986). Scaffolded, supportive reading practices led to student investment in reading.
When surrounded by peers demonstrating focus and excitement about CSSR, reluctant
students followed suit. Students became intrinsically motivated to continue reading when
excitement generated amongst students reading a popular text, or when personal
reflection in reading logs allowed students to see their own progress. The first interview
subject revealed this personal transformation in stating: “CSSR changed me. I went
through a lot of books . . . so I guess that made me realize that I read pretty fast” (Table
7). The second interview subject commented on motivation directly, explaining: “I grew
more from reading . . . what I learned I can apply to my life. [CSSR] just motivates me to
read more” (Table 8). Interview subjects three and four spoke succinctly about their own
definitions of what it means to be one who “reads well.” Interview subject number three
explained: “For me, when a person reads well, [that is defined] not necessarily [by] the
pace that they’re at, or whether or not they can pronounce a word correctly. I think it’s
more on whether they understand the material” (Table 9). Interview subject four spoke of
a transformative change in his ideology as to the definition of reading well: “I thought
‘reading well’ was just reading a giant book, and then putting it away. But no, you
actually have to comprehend it, and then you have to think about it and come and let it
take you. CSSR did change my viewpoint on how people actually ‘read well’” (Table
10). In contrast with the Lexile system which defines “reading well” as the student
comprehension of texts of increasing semantic difficulty (vocabulary) and syntactic
complexity (sentence length), students engaging in the CSSR Program defined “reading
well” in terms of metacognition, or the ability to “know about knowing.” Students
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regarded “reading well” as a lucid comprehension of the thematic and ideological
contents of a text, and the ability to then transfer this new knowledge into ready
application in life.
Additional Research Goals
In addition to the analysis of reading trends and student engagement with the
Comprehensive Self-Selected Reading Program, an additional research goal of the study
was to examine shifts in reading trends in order to generate hypotheses on what it means
to “read well.” In compiling, coding, and analyzing the quantitative data from the eightmonth CSSR study (Table 1&2) flaws cited in the literature regarding the Lexile text
measure (Hiebert, 2009; Krashen, 2001; Trelease, 2006) became readily apparent. Many
novels largely considered staples of American high school English courses carry low
Lexile scores, and do not meet Current Lexile Band Scores for 10th graders (960L-1115L).
Examples of popular works of high school fiction that carry surprisingly low Lexile
scores include: J.D. Salinger’s The Catcher in the Rye (790L), Khaled Hosseini’s The
Kite Runner (840L), Ernest Hemingway’s The Sun Also Rises (610L), Mark Twain’s The
Adventures of Huckleberry Finn (720L), Robert Louis Stevenson’s Treasure Island
(860L), Amy Tan’s The Joy Luck Club (930L), Aldous Huxley’s Brave New World
(870L), Ray Bradbury’s Fahrenheit 451 (890L), William Golding’s Lord of the Flies
(770L), and John Steinbeck’s Of Mice and Men (630L).
Indeed, the fact that many notoriously challenging works of literature hold
extremely low Lexile scores is highly problematic. Due to the Lexile rating system, it
appears that students in this study were consistently reading at a “low,” (8th grade)
reading level, as only 19% of students scored within their own 10th grade Lexile band
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(Table 13A). However, it is the flawed Lexile rating system that results in these
seemingly “low” reading levels. When core pieces of literature such as Steinbeck’s Of
Mice and Men receive a Lexile score rating aligned with the reading level of a 5th grader
(Table 13B), such skewed data does not represent the true rigor levels of the texts
selected and read by the 10th grade students. One may only wonder what the reading
trends might reflect in terms of advancement in textual difficulty if another system apart
from Lexile were used for evaluation. The Common Core State Standards Initiative states
that it does not use Lexile scores alone as a single measure of text complexity, but a
three-pronged approach evaluating: 1) Qualitative measures of text complexity, 2)
Quantitative Measures of text complexity, and 3) Reader and task considerations
(https.lexile.com). However, this Common Core evaluation is complicated and little
understood by many educators, parents, and students. Readers, and guiders of readers, see
a number such as a Lexile score and use that as a guide in reading choice, or to evaluate
the worthiness of a considered text. 10th graders made aware of the Lexile system often
reject books of interest and rigor if the Lexile scores published appear to be ill suited to
their own grade level. As researcher Stephen Krashen noted in his work critiquing the
Lexile rating system, the systemic rating of student “pleasure reading” texts diverts
students from reading books they may be interested in, and limits student choice
(Krashen, 2001). Worse however, is that an overwhelming majority of the literature
evaluated by Lexile appears branded with scores too low to represent their true textual
complexity. Due to the readily apparent flaws in the Lexile system, students and
educators may feel that they are making little progress in terms of reading advancement,
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when this is far from the case. The rigor of many of the texts chosen for self-selected
reading in this study was high; the corresponding Lexile score often was not (Table 1).
Recommendations for Practice
Eight components are necessary to successfully execute the Comprehensive SelfSelected Reading Program: 1) Rationale 2) Engagement 3) Access 4) Direction 5)
Monitoring 6) Option 7) Reinforcement 8) Enthusiasm. These eight components can be
remembered via a simple acronym, READMORE.
Rationale: first, it is crucial that students are given a clear rationale as to the
value of reading, and what actual reading consists of. Students should be introduced to
the concept of not reading (Broz, 2011) and its consequences, and then asked to discuss
their experiences with not reading. Engagement: second, students and teachers need to
become engaged in the program’s process of reading, reflecting, and writing. Students
should be asked to perform simple book evaluations before designating one book of high
interest for weekly in-class CSSR reading. Choosing a book for weekly CSSR should not
be haphazard. Students should be given time to evaluate and reflect on many books, thus
developing identity and preference as a reader. Access: Students need access to books as
much as possible. With the closing of mega bookstores such as Borders in the mid-2000’s,
spaces available for the access of books are shrinking. A classroom library built with
donated student favorites is key in peaking interest in a self-selected reading program.
Parents and the community at large can also be encouraged to make donations to the
classroom library. In addition to building a healthy classroom library, students should be
oriented to the accessibility of local and school libraries, as well as any other smaller
independent bookstores left in existence. Direction: many students need direction in
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matching themselves with a suitable text. Though a key element to self-selected reading
is self-selection, many students have limited experience in selecting a highly engaging
reading text. Teachers are a very valuable resource in matching particular students with
books of great interest. Book “pitches,” or hyping up books that have proved popular
with teens, is a great way to generate discussion and interest in adolescent readers.
Monitoring: Students need to be introduced to self-monitoring skills so that they
may see their reading and comprehension improve as self-selected reading progresses. A
highly effective technique used in this study was Cornell-Note style reading logs, which
were due fifteen minutes after each reading session. After thirty minutes of sustained
reading, students were asked to write five minutes of recall notes in the right hand
column of the Cornell Note Page, remembering the content read. In the next five minutes,
students chunked the notes on the right hand side of the page into small sections of
information, and then wrote a correlating question addressing each chunk of data on the
left. In the final five minutes, students reflected on their reading before writing a 1-2
sentence summary of the reading at the bottom of the page. Option: students should be
consistently reminded that book option and self-selection is key in the joy of personal
reading. If a text fails to sustain a student’s interest, they should be urged to change their
selection immediately, regardless of how much of the book has been read. Disinterest in a
text only leads to not reading, which is the phenomenon that Comprehensive SelfSelected Reading seeks to prevent. Reinforcement: Students need positive reinforcement
regarding their reading progress at every possible juncture. Motivation to continue
reading for pleasure should be intrinsic; teachers reinforce the value of reading by
engaging in dialogue with students and peers about books, addressing questions at every
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opportunity and offering feedback. Enthusiasm: an enthusiasm for reading should
permeate the classroom environment. Teacher enthusiasm shared with students is
wonderful, but so too are student conversations regarding texts of interest.
Race and Socio-Economic Status Correlation
The San Francisco Bay Area is a historically diverse area. The thirty-two subjects
in the quantitative study consisted of a relatively equal sample of White, Black, Asian,
Latino, and mixed race males and females. The four subjects interviewed for this study
consisted of two Latino males, one white male, and one African-American male. The
researcher made no observations regarding trends in desire to read, ability to read,
reading engagement, or choice of reading material in correlation with race. Socioeconomic status however, largely seemed to correlate with reading ability and enthusiasm.
As cited in the literature (Fisher, 2004; Krashen, 2005, 2011; Zajda, Majhanovich, &
Rust, 2006) those subjects with a lower socio-economic status reported a lack of access to
interesting reading material, a disinterest or dislike for reading, and exhibited a much
larger need for guidance in choosing books of possible interest. As reflected in the
literature, those students of higher socio-economic status came into the program with
personal reading preferences established, and a greater sense of identity and ability as a
reader (Krashen & Brown, 2005). Students of higher socio-economic status reported a
steady access to texts via online sources, private ownership, and/or access to private
bookstores and libraries. Thus, easy and free access to books is critical for developing a
successful reading program. Schools and classrooms must provide well-stocked libraries
with multiple copies of high-interest texts, and then encourage the use of these libraries
by designating time for high-interest reading as part of the classroom curriculum.
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Gender Correlation
Of intriguing observation in the study were distinct trends in the preferred reading
texts of males and females. Males steadily gravitated toward texts in which the
protagonist was male, and frequently read genres for males included non-fiction in the
form of diary/autobiography, texts on economics or business, action and adventure texts,
classic literature, and horror, fantasy, and graphic novels. Female subjects steadily
gravitated toward texts in which the protagonist was female, and frequently read genres
for females included non-fiction in the form of diary/autobiography and biography, texts
on psychology and sociology, historical fiction, classic literature, contemporary
bestsellers and young romance novels. Crossover genres for male and females included
bildungsroman, largely in the form of journals or diaries, fictional dystopias, graphic
novels, and classic literature. Only one male subject dabbled in the genre of teen romance,
while female subjects rarely chose to read action-adventure “dragon and wizard type”
hero fantasies. Thus, it is recommended that school and classroom library offerings
reflect the distinct interests of the school or classroom’s gender population. In addition,
students participating in Comprehensive Self-Selected Reading tended to choose books
that had been “hyped up” or introduced to the class via educator, student recommendation,
or media focus in the form of a feature film; it is important that multiple copies of such
high-interest texts are made readily available.
Recommendations for Future Research
Follow Up Studies
There are numerous possibilities for follow up studies with the Comprehensive
Self-Selected Reading Program. In replicating this study, alterations might include: a
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larger study sample, a different lead educator and/or researcher, a longer period of study
duration, study participants of different age groups, and follow up studies examining
student trends of independent pleasure reading after completing the CSSR program.
The Lexile Rating System
First, in conducting the study, the limitations and flaws of the Lexile rating
system for textual difficulty in books became readily apparent. This study corroborated
statements made in the literature that the Lexile system is “unnecessary, flawed, and
potentially harmful” for readers and educators (Broz, 2011; Hiebert, 2009; Krashen,
2011; Trelease, 2006). A textual analysis program that computes the difficulty of texts
based upon sentence length and word frequency system disregards the intricate nature of
complex narrative fiction. When Lexile scores are low for works of fiction long thought
to be rigorous, both educators and students are provoked to abandon texts that might
otherwise be received with great interest (Krashen, 2001). Indeed, it was observed in this
study that students who were aware of Lexile scores and band measures allowed these
numbers to influence their reading selection. In addition to passing up texts of interest
because of “low” scores, such information and sentiment was shared with peers, which
then in turn influenced participants’ selection of texts. The Lexile system, when used,
narrows student choice in texts, and diminishes motivation in students who feel that they
must read at a “higher” Lexile level than may be suitable.
Tenth grade students are highly influenced by their peers’ feedback and
communal behaviors, and do not want to be seen reading a “low level” book. Educators
too, must confront data that appears to conclude that many of the texts largely considered
suitable for high school readers are “low level.” The “potentially harmful” (Broz, 2011;
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Hiebert, 2009; Krashen, 2011; Trelease, 2006) aspect of this conclusion is that teachers
may discourage students (knowingly or unknowingly) from choosing texts that may be a
perfect match simply because of a “low” Lexile score. Teachers and students may also
inaccurately believe that improvement in reading comprehension is lacking or stagnant in
sustained silent reading efforts because of “low” Lexile scores reported on chosen books.
Interview results gathered in this study, as well as findings in the literature do not support
this belief (Rich, 2009; Thorne & National Association of Scholars, 2011; Trelease,
2006; Trudel, 2007). All students interviewed in the study reported a belief in their own
reading progress, and an enthusiasm towards the practice of CSSR (Figure 9). Study
replications should use alternate forms of measuring textual difficulty, such as the
Flesch–Kincaid readability tests. Flesch-Kincaid readability tests have been used
extensively in the field of education, and scores are presented as U.S. grade levels,
making it more simple for teachers, parents, librarians, educators, researchers, and others
to judge accurate readability levels of various books and texts (Gordon, 2010; Marzano,
2003; Trudel, 2007). Due to the multiple flaws cited in the literature and corroborated in
this study with the Lexile textual rating system (Broz, 2011; Hiebert, 2009; Krashen,
2011; Trelease, 2006), it is recommended that the Lexile rating system not be used for
future studies regarding sustained silent reading, or the CSSR Program specifically.
Teacher enthusiasm regarding the value of reading for pleasure as a habit, as well
as a means of educational advance exist as a factor of great importance (Beers, 2003;
Broz, 2011; Gallagher, 2009; Guthrie & Wigfield, 2000) in successfully implementing a
sustained silent reading program. The important role of the classroom teacher as mentor,
expert, guide, and fellow reader is one that cannot be underestimated. The largest
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challenge in launching a CSSR program is to match reluctant readers with a text or texts
that peak their sustained interest. Since reluctant readers often do not link reading with
pleasure, and are not enthusiastic about reading in general, the guidance and
encouragement of a highly experienced teacher is especially needed. Students need to be
assured that they are not being set up to fail; if interest is lost in a text, students need to be
aware that there are plenty of options. In confronting a student exhibiting systems of not
reading during CSSR, the phrase “It’s not you, it’s your book,” is of particular
reassurance. Enthusiasm is key in student engagement with CSSR.
It is imperative that today and tomorrow’s youth receive the same encouragement
and access to read as our parents and grandparents once did. The habit of engaged, selfselected reading is a pleasure and skill that has been passed down through generations
and must continue. Reading for pleasure fosters innovation, and nurtures independent
thought. The closing of American bookstores, and the transfer of texts from paper to
digital medium does not necessarily translate to the loss of a well-read public, but it may
if our young people are not allowed the space, guidance, and access to develop their own
identities as readers. It is the responsibility of the educator to guide students toward
personal independence in reading and writing comprehension. Literary excerpts
scrutinized via standardized testing and textual difficulty rating systems will not serve
students struggling to become engaged readers and competent writers, but a
communicated love of reading, learning, and understanding fostered within a structured
classroom community certainly will.
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Letter and Consent Form for the Principal, Parents, and Guardians of Minors
TITLE%OF%PROJECT%
COMPREHENSIVE!SELF/SELECTED!READING!AND!STUDENT!ENGAGEMENT!WITH!THE!NOVEL:!A!PROGRAM!
EVALUATION!
%
RESEARCHER%NAME%AND%CONTACT%INFORMATION%%
Jennesis!K.!Jensen!DeRosales,!Ed.D!Candidate!(415)!602/2914!
%
PURPOSE%OF%STUDY!!
The!purpose!of!this!descriptive!study!is!to!describe!the!impact!of!Comprehensive!Self/Selected!Reading!on!shifts!
in!student!reading!trends,!and!to!generate!hypotheses!as!to!what!“reading!well”!actually!means!in!the!mind!of!
the!reader!and!the!educator.!
!
DURATION%AND%LOCATION%OF%STUDY!
SPRING!2014!Academic!Year;!High!School!Campus!
!
PROCEDURES!!
Four!students!shall!be!interviewed!regarding!the!Comprehensive!Self/Selected!Reading!Program!
!
POTENTIAL%RISKS%AND%DISCOMFORTS!!
None!foreseen!
!
BENEFITS%
Student!voice!shall!be!contributed!to!university!research!
!
CONFIDENTIALITY/ANONYMITY%
All!identities!shall!be!kept!confidential!
!
COMPENSATION%FOR%PARTICIPATION!
After!school!snacks!
!
RIGHT%TO%REFUSE%OR%WITHDRAW%
All!subjects!have!the!right!to!refuse!or!withdraw!from!the!study!at!any!time!
%
OFFER%TO%ANSWER%QUESTIONS!!
All!questions!shall!be!answered!if!requested!by!the!subject%%
%
Agreement!!
I!am!aware!that!students!shall!be!interviewed!with!guardian!permission,!and!have!received!a!copy!of!this!form.!!
!
!
!
!
!
!
!
!
!
!
!
!
Principal)Name)(Print)))
)
)
)
School!
!
!
!
!
!
!
!
!
!
!
!
!
!
Principal)Signature!!
!
!
!
Date!
!
I!have!explained!to!the!above!named!individual!the!nature!and!purpose,!benefits!and!possible!risks!associated!
with!participation!in!this!research.!!I!have!answered!all!questions!that!have!been!raised!and!I!have!provided!the!
participant!with!a!copy!of!this!form.!!
!
Jennesis!K.!Jensen!DeRosales,!Ed.D!Candidate! !
!
!
!
!
!
!
Researcher)
)
)
Signature)
)
)
)
)
Date!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!

!
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Spring Semester 2014
Dear Parents/Guardians:
My name is Jennesis K. Jensen DeRosales, and I am a doctoral candidate in Education at the University of
San Francisco. I am sending this letter to explain why I would like for your child to participate in my
research project. I am studying student self-selected reading, and would like to see how students engage
with texts that are self-selected rather than instructor-selected. I would like to hear students speak about
their own experiences with self-selected reading, exploring what “reading well” actually means in both the
mind of the student reader and the educator.
With your permission, I will ask your child to participate in a brief interview regarding their experience
with self-selected reading, and how they engage with self-selected novel(s) in and out of class. Your child’s
participation in this study is completely voluntary and will not affect their grades in any way. Your child
may quit this study at any time by simply saying: “Stop” or “I do not wish to participate.”
The study will be conducted on campus. There are no known risks involved in this study and your child
will not receive any compensation for his or her participation. To protect your child’s confidentiality, your
child’s name will not appear on any record sheets. The information obtained will not be shared with anyone,
unless required by law. My faculty chair, Dr. Brian Gerrard and I, will maintain the records. If you have
any questions, please contact me at (415) 602 2914 or via email at jennesis2@hotmail.com
This letter will serve as a consent form for your child’s participation and will be kept in the School of
Education at the University of San Francisco.
If you have any questions about this study, please contact Dr. Brian Gerrard, the faculty chair of this project,
at TEL: (415) 422-2137, or gerrardb@usfca.edu. If you have any questions about your child’s rights as a
participant, you may contact the University of San Francisco IRB through Christy Lusareta, IRB
Coordinator, at (415) 422-6091.
Please have your child return this form to Jennesis K. Jensen DeRosales by _____________ (Date)
Sincerely yours,
Jennesis K. Jensen DeRosales, Ed.D Candidate
Statement%of%Consent!!
I!read!the!above!consent!form!for!the!project!entitled!COMPREHENSIVE!SELF/SELECTED!READING!AND!
STUDENT!ENGAGEMENT!WITH!THE!NOVEL:!A!PROGRAM!EVALUATION!conducted!by!Jennesis!K.!Jensen!
DeRosales,!doctoral!candidate!at!the!University!of!San!Francisco.!!The!nature,!demands,!risk,!and!benefits!of!the!
project!have!been!explained!to!me.!!I!am!aware!that!I!have!the!opportunity!to!ask!questions!about!this!
research.!!I!understand!that!I!may!withdraw!my!consent!and!discontinue!my!child’s!participation!at!any!time!
without!penalty.!!!

Child’s Name (print clearly)
Signature of Legal Guardian

Date

!
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Research Request for Assent Letter: Older Child Subject
Spring Semester 2014!
Dear Student:
My name is Jennesis K. Jensen DeRosales, and I am a doctoral student in the School of Education at the
University of San Francisco. I am asking you to participate in a project that examines engagement with selfselected reading.
I am asking for your participation in a short interview regarding your experiences with a self-selected reading
program conducted in class. Your parents or legal guardians have already given permission for you to
participate in this study, but you do not have to participate if you choose. You may quit this study at any
time by simply telling me that you do not want to continue. You can skip any questions or tasks that you do
not want to complete. Your participation in this study will not affect your grades in any way.
There are no known risks involved in this study and you will receive nothing for your participation. To protect
your confidentiality, your responses will not be shared with anyone unless required by law. The responses
you make will be kept by my professor and dissertation chair Dr. Brian Gerrard and me. Neither your
teachers nor your parents will know if you chose to participate in this project, or will know the answers you
provide.
If you have any question about this study, please contact me at (415) 602 2914.
Sincerely yours,

Jennesis K. Jensen DeRosales, Ed.D Candidate
Agreement
I agree to participate in this research project and I have received a copy of this form.

Student’s Name (Please Print)

Student’s Signature

Date

I have explained to the above named individual the nature and purpose, benefits and possible risks
associated with participation in this research. I have answered all questions that have been raised and I
have provided the participant with a copy of this form.

Researcher Signature

Date

!

